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ABSTRACT 
The Effects of a Social Skills Training Program 
on Constructive Conflict Resolution Techniques 
in Parent-Adolescent Dyads 
By 
Thomas A. Mills, Master of Science 
Utah State University, 1988 
Major Professors: Dr . D. Kim Openshaw 
Dr. Gerald R. Adams 
Department : Family and Human Development 
ix 
The primary purpose of this thesis was to assess the 
effects of a short verses long-term social skills training 
program on (a) enhancing adolescent and parent social 
skills, while Cb) reducing conflict and distress and 
enhancing warmth and cohesion. A modified pretest -
posttest control group design was employed wherein the 
control group for the first experiment became a portion of 
the experimental group for the second experiment. The 
sample consisted of ~3 parent-adolescent dyads who 
volunteered to participate. Of those, 25 met the minimum 
criteria for being included in the analysis, 18 dyads 
from the experimental group and 7 from the control group. 
X 
Results demonstrated that while the parents did perceive 
an improvement in sk i lls assessed by the PARI sub-scores , 
the ado l escents did not. Nonetheless, the findings 
demonstrated that the long-term program of one skill 
learned every week far eight weeks was mare effective than 
the concentrated one- week program of twa skills learned 
per night far four nights. 
C127 pages) 
INTRODUCTION 
For many parents, rearing an adolescent is viewed as 
the most 
experience. 
challenging period 
From the inception 
of their parenting 
of the term, literature 
focusing on the study of adolescence has suggested that 
this stage of life is characterized as a period of intra-
and interpersonal conflict. For example in defining 
adolescence, Hall C190~) referred to this life stage as a 
period of "storm and stress" thereby suggesting that the 
degree to which the needs of the adolescent interfere with 
the needs of the parent is directly proportionate to the 
individual's feelings of frustration and diminished power 
in their relationship as well as the amount of exhibited 
argumentation and/or 
Cornelias and Eastman 
than adolescence ~ 
conflict. More recently, Small, 
C1985) have suggested that rather 
~ being described as a period of 
storm and stress, perhaps the life stage may be more 
accurately characterized as a period of "parent-adolescent 
storm and stress." Propper C1972) provides an example of 
research supporting the notion of parent-adolescent storm 
and stress, indicating that 17% of the sampled 
adolescents 
with their 
reported a quarrel 
parents "yesterday." 
or serious disagreement 
These data suggest that 
almost two out 
with a parent 
supported the 
of every ten adolescents are in conflict 
daily. Montemayor (1983) has a lso 
notion of parent-adolescent storm and 
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stress, suggesting a universality of the phenomenon. He 
argues that conflict between parents and adolescents 
affects "all families same of the time and same families 
all of the time" Cp.ll . In his study of high-school 
sophomores, adolescents indicated that they had a 
substantial argument with their parents at the rate of 
about one every three days, with the average length of 
each argument being about 11 minutes. Adolescents in this 
study al perceived the behavior exhibited during these 
conflicts as ranging from heated arguments to physical 
abuse, and bl stated that the affect of the conflict an 
themselves ranged from moderate emotional disturbance to 
running 
Drawing 
estimated 
away from home (i.e., 
on the results of 
that approximately 
runaways and throwaways). 
his study, Montemayor 
~-5 million families are 
affected by significant parent-adolescent conflict each 
year . 
Current 
conflict may 
deficit or 
research suggests that parent-adolescent 
be more a function of either a social skills 
performance deficit, in both parents and 
adolescents, rather than of adolescent development and the 
striving towards autonomy CHazel, Schumaker, & Sheldan-
Wildge~. 1985; Robin, & Weiss 1980). In other words, 
researchers postulate that parent- adolescent conflict is a 
consequence of not having the requisite social skills in 
the cognitive behavioral repertoire to adequately resolve 
conflict, or having the skills and not using them Ci.e., 
3 
performance deficit). 
The notion that adolescence is a period of parent-
adolescent conflict persists, even though many adolescents 
will experience little or no intrafamilial stress during 
this stage of life, proceeding to adulthood with minimal 
perturbations. One might prematurely conclude, based on 
the extant data, that a significant amount of parent-
adolescent conflict may be attributed to social skills or 
performance deficit. Thus, it might be presumed that 
interventive programs have been designed to address Ci.e., 
prevent and/or remediate) potential parent-adolescent 
conflict, especially in parent-adolescent duads designated 
as "normal, yet in conflict." However, this is not the 
case. The reality of the situation is that there are few 
validly and reliably evaluated programs addressing parent-
adolescent conflict, especiallu in parent-adolescent dyads 
designated as "normal, yet in conflict." 
Parent-Adolescent Conflict Programs 
The area of clinical and empirical relevance 
associated with parent-adolescent conflict that has 
received perhaps the most recent attention focuses on 
group social skills training CSST). For the most part, 
social skills programs have been developed to address 
specific adolescent populations, especiallu delinquents 
CHazel, Schumaker, Sherman & Shelden-Wildgen, 1981; 1983; 
't 
Manos, 1985 ; Serna , Schumaker , Hazel & Shelden- Wildgen , 
1986 ); Learn i ng 
Shelden- Wildgen , 
Di sabled ( Schumaker, Hazel , Sherman & 
1982 ) , and lonely youths ( Adams , 
Openshaw , Bennion , Mills , & Noble, in press ). 
One program that claims to address parent-adolescent 
conflict within "normal" populations is ASSET, an acronym 
for Adolescent Social Skills Effectiveness Training . 
Although ASSET was initially designed for use with 
delinquent adolescents CHazel, et al. , 1985) , the authors 
suggest that their pr ogram is capable of addressing and 
resolving problems ranging from ineffective communication 
with parents to hab i tually emotional labile arguments . 
Although assumed to be viable in a wide range of parent-
adolescent situations , to date ASSET has been exposed to 
only limited empirical testing ( Hazel et al., 1985 ) . What 
remains undone i s to examine the effectiveness of ASSET 
with adolescents who are socially defined as "normal " but 
in conflict with their parents . 
In conclusion, there is a need for the development of 
social-skills training programs that are designed to 
address an array of "normal" parent-adolescent situations 
that result in conflict. Also, there is a need for 
empirical evidence attesting to the validity and 
reliability of programs in the remediation and/or 
amelioration of parent-adolescent conflict. 
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ObJectives/Research Question 
There is no objective evaluation of the relative 
effectiveness of the ASSET program in the mediation of 
parent-adolescent conflict in normal parent-adolescent 
dyads . The purpose of this studu is to evaluate the 
relative degree of effectiveness of the ASSET program in 
the mediation of parent-adolescent conflict in a selected 
sample of "normal " parent-adolescent dyads. Questions to 
be addressed in this study are : 
1. Will the participants ' self-reported and observed 
social-skills Cas operationalized by the ASSET program 
measures) show a significant increase upon completion of 
the ASSET training program? 
2. Will the social skills learned lead to the 
reduction of global distress, hostilitu, school and/or 
sibling conflict? At the same time, will there be an 
increase in warmth and/or cohesion within the context of 
the parent-adolescent dyad? 
3. Will a short-term Cone-week) concentrated 
presentation of the ASSET program be as effective in 
improving participant self-reported and observed social-
skills, as an extended program that addresses one skill 
per week over an eight-week period? 
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Definitions 
ASSET is a social-skills training program focusing 
on eight social skills (e.g., giving positive feedback, 
giving negative feedback, accepting negative feedback , 
resisting peer pressure, negotiation, following 
instructions, 
C Hazel, et 
conversation, and problem-solving skill) 
instruction, 
designated 
al. , 1985). 
modeled by 
skills within 
ASSET utilizes video-taped 
an intervener demonstrating the 
the context of authoritu-figure 
situations. The program is designed to be presented over 
a nine-week time frame (teaching one skill per week and 
having one week of evaluation) . 
Parent adolescent relationship inventoru CPARI) is an 
instrument comprised of 13 parent-adolescent 
interpersonal-interaction subscales (Robin, Koepke & 
Mayor, 198~) . The subscales included in the instrument 
are: global distress; cohesion; communication ; somatic 
concerns; problem-solving; conflict over school; beliefs; 
conflict over siblings; warmth/hostilitu; time-
together/activities; 
triangulation. 
coalitions; conventionalization; 
Those subscales adopted for use in this study are 
defined below. 
7 
Global dist4ess is a subscale assessing the 
ove4all deg4ee of dist4ess and conflict in the pa4ent-
adolescent 4elationship. Items 4eflect dissatisfaction 
with the pa4ent-adolescent 4elationship, evidence of 
gene4al conflict and a4guments, and desi4e fo4 change. 
Wa4mth/hostilitu is a subscale assessing the deg4ee 
of wa4mth and\o4 hostility exp4essed, 4eceived, and felt 
between pa4ents and adolescents. This affective dimension 
is viewed as a continuum extending f4om wa4mth, love, and 
affection to ange4, hostility, and bitte4ness. Items a4e 
divided between hostility and wa4mth but a4e sco4ed such 
that highe4 sco4es represent g4eate4 degrees of negative 
affect in the pa4ent-adolescent 4elationship. 
Cohesion is a subscale assesing the deg4ee of 
cohesion within the family. Cohesion is a dimension of 
family st4uctu4e defined as the deg4ee to which family 
membe4B a4e connected to 04 disengaged f4om each othe4. 
In this scale cohesion is a continuum extending f4om 
disengaged to 
to the family 
enmeshed . Items assessed include: loyalty 
and mutual suppo4t of membe4s fo4 each 
othe4; deg4ee of sepa4ation of gene4ational bounda4ies; 
deg4ee of autonomy of individuals within the family; 
mind4eading; involvement of family membe4s in family 
ve4sus ext4a-family activities; Felt togethe4ness and 
closeness. 
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Conflict over school is a subscale assessing the 
extent to which parents and teenagers argue about school , 
homework , grades , school activities, or anu other school-
related issues. Items tap interactions concerning school 
issues , perceptions of each others ' attitudes towards 
school and reactions to positive and negat i ve school 
events. 
Conflict over siblings is a subscale assessing the 
degree of conflict between the adolescent and brothers or 
sisters. Items addressed are : poor sibling relations; 
fighting and 
feelings of 
differential 
verbal abuse . 
arguing between brothers and sisters ; 
sibling dislike; jealousu and competition ; 
parental treatment of siblings; teasing; 
An adolescent is defined as en individual who i s in 
the state or period of growth from pubertu to maturitu or 
designated from ages 12 to 19 . In normal subjects its 
beginning is marked bu the appearance of secondaru sexual 
characteristics, commonlu at about the age of 12. In 
addition to the appearance of secondaru sexual 
characteristics, this time period is significant to the 
development of a sense of individual identitu and feelings 
of self-worth, including adaptation to an altered bodu 
image, improved intellectual abilitu, demands for behavior 
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maturity , and preparation for the assumption of adult 
roles CBlyth, Simmons & Bush , 1978 ; Erikson, 1968 ; Hinsie 
& Campbell, 1970; Ingersoll , 1982). 
This study conceptualizes the term, "normal 
adolescent," as referring to an adolescent pr"esently 
residing with her"/his legal guar"dian who has not been 
court adjudicated or' institutionalized nor" been diagnosed 
as presenting with significant psychopathologu Ce.g., 
schizophr"enia , anti-social per"sonality, mood disor"der"s, 
etc . ) . 
A legal guardian r"efer"s to an adult who is r"elated 
to the 
cr"iteria: 
adolescent by any one Or' mor"e of the following 
Ca) blood relationehip, Cb) adoption, Cc) 
the natural parent of the adolescent, Cd) 
to guardianehip r"eeponeibility Ce.g., foster 
for" the adolescent ~-~-~ a duly designated 
mar"riage to 
appointment 
parent) 
agencu Ce.g., cour"t). 
Conflict is a ter"m evolving fr"om "conflict theor"iets" 
wher"e it ie aesumed that r"elationshipe ar"e in a constant 
state of conflict and change. Emphaeis ie on the 
disagr"eements over" goals and values which evolve out of 
the competing neede of the par"ent and the adoleecent. It 
is suggested that inter"per"sonal conflict is not 
necessar"ilu destr"uctive, but r"ather" oper"ates as a 
catalyst, br"inging disagr"eements and conflicts of inter"est 
out in the open where theu can be dealt with 
constr"uctively thr"ough the use of such social skills as 
10 
problem-solving and negotiation (Coleman & Coleman , 198~ ; 
Spray, 1979). 
Hypotheses 
This study examined the degree to which the below 
listed hypotheses have been empirically supported . 
1. Subjects in the experimental group will show 
statistically significantly more improvement in self-
reported and observed social skills on ASSET scores than 
will subjects in the control group. 
2. A statistically significant difference will be 
found between subjects in the experimental group and 
subjects in the control group regarding learned ASSET 
skills and their report of conflict resolution within the 
context of the parent-adolescent dyad . 
3 . There will be no statistically significant 
difference in the improvement of self-reported and 
observed social skills scores between subjects 
participating in the one-week verses the ten-week training 
program. 
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Prior Research 
Introduction 
Though various social-skills programs have been 
developed over the past decade , there has been only 
limited empirical verification of their relative 
effectiveness. This is particularly true within the 
context of parent-adolescent conflict where the adolescent 
was identified as "normal." Research suggests that this 
population could benefit from such training CMontemayor, 
1983). It is the intent of this study to empirically test 
the validity of the assumption that "normal " parent-
adolescent dyads in conflict could benefit from 
participation in social skills training . 
The InevitabilitY of 
Parent-Adolescent Conflict 
It has been suggested that conflict is an inevitable 
part of "normal" parent-adolescent interactions COffer, 
1969; Offer & Offer, 1975), The research of Offer and 
Offer indicates that 80% of the males sampled reported 
their experience of adolescence as Ca) a time of 
" tumultuous growth , " a kind of turbulent, crisis-filled 
years C22%); (b) a stage of "surgent growth" wherein 
adolescents, although experiencing periods of anger, age 
12 
regressive behavior, and repression ( 35%) , were reasonably 
well adjusted and coped with those developmental tasks 
associated with this period or lire; or Cc) a period or 
"continuous growth " characterized by "smoothness or 
purpose and self-assurance," built upon a foundation or 
mutual trust , respect and affection between parent and 
adolescent C23%) . A closer examination or the results or 
the study 
categorized 
suggests 
indicated 
that 
they 
more than 50% or those males 
experienced some degree or 
conflict during adolescence. 
Furthering the notion or conflict as an inevitable 
part or 
Montemayor 
a "normal" parent-adolescent relationship, 
C1983) suggests that conflict is not only round 
in severelu disturbed parent-adolescent relationships but 
is also observed in "normal" parent-adolescent dyads. 
Montemayor's research contributes two essential elements 
to our understanding or conflict in the parent-adolescent 
dyads. First, he indicates that conflict is observed in 
"normal" parent-adolescent duads and suggests that 
conflict mau be inevitable. This assumption is congruent 
with other researchers and their findings regarding parent-
adolescent conflict CGant, Barnard, Kuehn, Jones, & 
Christophersen, 1981; Garbarino, Sebes, & Schellenbach, 
198~; Gottlieb & Charetz, 1977; Grotevant, 198~; Jacob, 
197~; Kifer, Lewis, Green & Phillips, 197~; Morton, 
Alexander & Allman, 1976; Prinz, Foster, Kent, & O'Learu 
1979; Prosen, Talus & Martin, 1972; Rutter, Graham, 
13 
Chadwi c k & Yule , 1976 ; Stei nberg & Hil l , 1978 ; and Tur ner, 
1970 ) . 
Secondly , Mo ntemayor , i mplies that we broaden our 
c onceptualization of conflict so that it can be 
conceptualized 
i nc l ude no 
d i sagreements 
as a continuous variable. The range might 
conflict, mild conflict (e.g ., s i mple 
about chores ), moderate conflict Ce.g., 
disagreements regarding fashions ), 
disagreements regard i ng friends 
e xtreme confl i ct Ce.g ., 
g i rl / boyfriends ) . 
severe conflict ( e .g., 
or activities ) , and 
disagreement about 
If one assumes that parent-adolescent conf lict is 
inevitabl e , a logical question then becomes, under what 
conditions can conflict, as found in normal parent-
adolescen t dyads , have a benef i cial effect on the growth 
and development of an adolescent? To best answer this 
question , attention is first directed to a ""dialectical " 
model of human development. Riegel (1975) posits that as 
one dimension of development pulls in a given direction 
(i .e., adolescents pulling away from parental authority 
and control in an attempt towards autonomy), it sets in 
motion an opposite force to counter the pull (i.e., 
parents tightening their striving for control). The 
"dialectical" model suggests a process of dynamic 
equilibrium through which corrective changes are initiated 
within the 
of system 
system i n an effort to maintain a given level 
stability. Inasmuch as autonomy-striving 
1~ 
d i srupts continued homeostasis, conflict is a logical 
consequence. Conflict thus sets the foundation for the 
facilitation of second-order change within the system by 
bringing about disorganization of the parent-adolescent 
system to produce a state of crisis of sufficient 
duration , frequency, and intensity to encourage a re-
evaluation of the rules governing human behavior. 
Grotevant C198~J addresses the importance of 
conflict in terms of identity exploration, thus suggesting 
that an achieved identity CErikson, 1968; Marcia, 1966) 
requires the individual to experience a period of conflict 
Ci.e, crisis). His research implies that adolescent 
i dentity exploration is positively related to the 
frequency of 
during family 
expressions of disagreements with parents 
discussions, and that effective resolution 
of these conflicts results in a sense of satisfaction 
and self-efficacy CBandura, 1977J . This is supported by 
Garbarino , Sebes, and Schellenbach C198~J who indicate 
that of the important skills and abilities gained in 
families, some of the more important ones may very well be 
learned in the context of conflict. Thus it appears as 
though conflict 
resolved in a 
in parent-adolescent relationships, when 
constructive manner, may benefit identity 
exploration, positive 
in adolescence CCount, 
Peskin,1967). 
feelings of self, and self-efficacy 
1967; Montemayor & Hanson, 1985; 
Further 
Schvaneveldt 
information 
C 198'±) who 
15 
on this hypothesis is offered by 
indicates that even though 
conflict Ce.g., arguments) may be painful, it may be 
productive if parents and adolescents invest adequate time 
and energy towards recognition and resolution of the 
issues underlying the conflict. Schvaneveldt C198'i) 
postulates three conflict-resolution strategies that can 
be adopted in the parent-adolescent relationship and one 
strategy which represents a more conflict-habituated 
relationship CCuber & Harrof, 1965). The resolution 
strategies include: Ca) comcromise: consisting primarily 
of give and take with negotiation until there is a win-win 
solution; Cb) accommodation: wherein one person gives in 
for the sake of the relationship; and Cc) withdrawal, 
wherein one or both parties remove themselves from the 
situation. "Running conflict," characterizing a conflict 
habituated relationship, consists of chronic arguments, 
wherein the problem is not solved and no equitable 
solution is found. Of the three resolution techniques, 
compromise 
allowing 
represents the only democratic 
both parents and adolescents 
strategy 
to win. 
Accommodation and withdrawal may frequently leave 
feelings of bitterness in one or both parties. Running 
conflict may also encourage coercive behavior, the 
resolution of the conflict frequently being based on 
physical strength differentials. Problems symptomatic of 
16 
a chron i c history of severe parent- adolescent conflict 
include : Ca ) phys i cal and emotional abuse of adolescents 
by their parents , or parents by their adolescents; Cb) 
covert forms of throwaways, such as engagement in sexual 
pr omiscuity, substance abuse, or dropping out of school; 
and ( c) overt forms of throwaways , such as the adolescent 
moving away from home or being kicked out of the home, 
joining religious cults, or teenagers marrying early. 
Montemayor and Hanson (1985) provide empirical 
support for Schvaneveldt ' s speculations. Their data 
suggest that negotiation , withdrawal , and authoritarianism 
are the most often used methods of conflict resolution . 
furthermore, they indicate 
r esolution technique found 
adolescents was withdrawal, 
only 15~ of the time . 
that the most common conflict 
in their study of parents and 
with negotiation being used 
In sum, it can be argued that conflict is likely to 
result when an adolescent's efforts to attain a sense of 
self or promote an autonomous view conflicts with his or 
her parents' needs to retain authority and control. Such 
conflict may persist for an indefinite period of time with 
increasing intensity characterized by argumentation or 
other of dysfunctional communication. While 
researchers support the notion that conflict is essential 
to personal development Ce.g., Riegel, 1975; Erikson, 
1968; Marcia , 1966), it is constructive only if adequate 
conflict resolution strategies, which employ the 
17 
requisite social skills to address conflict ing i ssues , are 
utilized. 
Social Skills Training CSST ) 
Before one can adequately appreciate what a social 
skills training program is, i t is i mportant to define the 
term "social skills ." Libet and Lewinsohn (1 9 73) define 
social skills as " the comp l ex ability to maximize the rate 
of positive reinforcement and to minimize the strength of 
punishment from others " Cp. 311) . A more succinct 
definition, incorporating an interactional process, is 
offered by Combs and Slaby ( 1977) , Social skills are 
conceptualized by them as 
the ability to interact with others in a given social 
context in specific ways that are socially acceptable 
or valued and at the s~me time personally beneficial, 
mutually beneficial, or beneficial primarily to 
others. Cp .162 ) 
LeCroy (1983) enhances these definitions by 
suggesting that mediation is a primary goal of an 
interactional process founded upon designated social 
skills . LeCroy defines social skills as "a complex set 
of skills which allow the adolescent the ability to 
successfully mediate interaction between parents, 
teachers , and other adu 1 ts" C p . 92) . 
from these definitions it can be concluded that 
social skills are specific skills Ce.g., giving positive 
feedback, giving negative feedback, problem solving) 
that form the foundation of 
As 
mutually 
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satisfying 
relationships. such , social-skills interpersonal 
training refers to a standardized method of : a) teaching 
specific skills when a skills deficit is identified; or b) 
encouraging the use of said skills when a performance 
deficit is detected. 
Though many different social-skills training programs 
exist , for the most part their primary goal is the 
enhancement of congruent verbal and nonverbal 
interpersonal communication and the facilitation of a 
mutually satisfying relationship. To 
skills 
promote 
training verbal/nonverbal congruence, social 
programs 
contact , 
have targeted such nonverbal skills as eye 
smiles, head movements , postut"e, voice 
intonation, and volume (Carkhuff & Anthony, 1979). While 
verbal/nonverbal congruence is an important element in 
social-skills training, it is within the context of 
pi"oblems founded on faulty communication that social 
skills training has evolved . Social-skills training 
pi"ograms view pi"oblematic behavior within the context of 
deficits in social skills Ce.g., skills or perfoi"mance). 
The term "problem" refers to a specific situation ot" set 
of related situations to which a person must respond in 
order to function effectively in his/hat" envit"onment. 
Recognized social - skills deficits lead to treatment 
procedut"ea designed to develop pro-active behavior and to 
facilitate pro-social responses in situations that tend to 
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elicit non-p•oductive a• •eactive •esponses CHazel at al ., 
1981; T•owe•, B•yant & A•gyle , 1978) . 
In 
developed 
deficits, 
p•essu•e, 
sum , social-skills 
to add•ess a 
including, but 
applying fa• 
t•aining p•og•ams have been 
wide •ange of social-skills 
not limited to, •esisting pee• 
a new job, and employing 
conve•sational skills CDeLange, Lanham, & Ba•ton , 1981 ; 
Maloney, Ha•pe•, B•aukmann, Fixsen, Phillips, & Wolf, 
1976; Ollendick & He•sen, 1979). Howeve•, they a•e limited 
in thai• ability to assess an individual's application of 
the skills within va•ious envi•onmental contexts CBellack, 
1979). 
Commonalities in 
Although social-skills 
va•ying p•esentational 
social skills t•aining p•og•ams. 
t•aining p•og•ams can be found in 
and t•aining fo•mats, the•e a•e 
feu• specific elements held in common. Modeling, in vivo 
a• vica•iously, is pe•haps 
elements. Subjects obse•ve 
the most basic of the common 
the behavio•, ve•bal andlo• 
nonve•bal, of an expe•t as she o• he demonst•ates a 
situationally specific social skill within a given 
autho•ity-o•iented context. Afte• obse•ving the expe•t 
model the specified social skill, the subject •ehea•ses 
the behavio• of the expe•t while attempting to apply the 
demonst•ated social skill. Rehea•sal thus becomes the 
second common element. It is th•ough •ehao•sol of the 
social skill by the subject that the bahovio•ol •esponsas 
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are shaped to meet a predetermined criterion level. 
During the rehearsal of the social skill, the subject 
receives encouragement for his or her 
Encouragement consists of both constructive 
efforts. 
feedback 
to the regarding the subject's performance relative 
criterion level and positive reinforcement for his or her 
efforts. Finally, homework assignments are given to the 
subjects to encourage continuous practice of the skills 
learned during the training sessions. 
Advantages of Social Skills Training CSST). A review 
of the 
programs 
training 
CBellack, 
current literature on social-skills training 
suggests 
methods 
1979; 
several advantages to the use of such 
over other therapeutic modalities 
DeLange et al . , 1981; Hazel et al. 1981; 
Hazel, Shumaker, Sherman, & Shelden-Wildgen , 1982; Hazel 
et al., 1985; LeCroy, 1983; Ollendick, & Hersen, 1979) . 
One advantage is that SST may afford the group leader the 
opportunity to use a wide variety of people when 
rehearsing the skills. Groups that are comprised of a 
variety of subjects coming from different backgrounds with 
different, yet related, problems permit the subjects to 
generalize the skills to varying situations, contexts, and 
people. Secondly, a group setting can counteract 
defensiveness brought into group training due to the fact 
that the setting is composed of peers working together to 
learn the same skills. Thus small groups may reduce the 
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tendency for participants to feel as if they are the only 
ones experiencing the difficulties, thereby normalizing 
their e xperiences. The third advantage is that group 
members with similar concerns can support one another . 
The final advantage is that of economy, which is logical 
when one considers that two group leaders can train 
several parent/adolescent dyads in the same amount of time 
i t may take, for instance, a therapist to train a family 
in these particular skills. 
ASSET: A Social Skills 
Training Program for Adolescents 
Among the group programs that are adaptable to a wide 
range of situations may lend themselves to 
bridging the gap between research and practice is the 
ASSET program <Hazel et al., 1981) . ASSET emphasizes 
seven social skills ( e.g. giving and accepting positive 
feedback, giving negative feedback, resisting peer 
pressure, conversation, and negotiation and one problem 
solving skill). ASSET stresses both the use of verbal and 
nonverbal skills <e.g., eye-contact, facial expressions, 
posture, and vocal tone), Published research using ASSET 
suggests that adolescents can effectively learn the 
identified social skills in small group settings <e.g., 
Hazel et al., 1981, 1982; Serna et al., 1986; Adams et 
al., in press). Recently Adame et al. Cin press) found 
interesting results in a pilot study conducted at Utah 
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State University. They used 20 adolescents who were 
assessed as lonely and lacking social skills Cmeasured by 
the ASSET pretest instruments) . The researchers found 
that after a five-day training program, there were 
increases in the subjects' use of social skills. In 
addition psychosocial and social loneliness were 
significantly reduced after social skills training, with 
reductions maintained over a three month period. 
An interesting expansion of the ASSET program is 
noted in the research of Serna, and associates C1986). 
Serna et al. use a set of reciprocal skills to instruct 
and train parents of delinquent youths. Reciprocal skills 
refer to specific skills which parallel other social 
skills to facilitate a successful dyadic interchange. For 
example, the reciprocal skill of giving negative feedback 
is receiving negative feedback . 
social skills into a program 
dyadic communication is logical 
Integration of reciprocal 
to facilitate effective 
when one reviews the 
research of such researcher-theorists as Belsky C198~), 
Gottman C1982), and Stevenson-Kinde and Simpson C1981). 
These writers posit that each actor mutually contributes 
to the nature of the outcome of social intercourse . The 
research of Serna at al. C1986) is consistent with that of 
Belsky C198~), Gottman C1982), 
Simpson C1981). However, Serna 
participants internalized skills 
and 
at 
Stevenson-Kinde and 
al. suggest that 
effectively when 
parents were included in the treatment program. Thus, it 
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is suggested that adolescents and their parents may be 
more able to resolve conflict in a mutually constructive 
manner if parents and adolescents participate in a social 
skills training program that utilizes a reciprocal skills 
approach. 
It is the intent of this study to incorporate the use 
of reciprocal skills as developed by Serna et al. Cl986) 
into a modified version of the ASSET program. The social 
skills with their attendant reciprocal skills are listed 
below. 
Adolescent skill Parent skill 
1. Giving positive 1. Accepting positive 
feedback feedback 
2. Giving negative 2. Accepting negative 
feedback feedback 
3. Accepting negative 3 . Giving negative 
feedback feedback 
'*· 
Resisting peer pressure 
'*· 
Providing rationales 
5 . Negotiation 5. Negotiation 
6. Problem solving 6. Facilitating problem 
solving 
7. Following instructions 7. Giving instructions 
8. Conversation a. Conversation 
Having established the 
2~ 
importance of 'SST with 
parent/adolescent dyads, efficacy of teaching method~ and 
measures to determine influence and carry over will be 
discussed in the methods section. 
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METHODS 
Subjects for this study were parent-adolescent dyads 
who expressed a desire to reduce the level of 
dysfunctional conflict in their relationships and improve 
their constructive conflict resolution skills. Potential 
subjects were identified through the use of various 
Solicitations for participants were sampling techniques. 
made through local school, religious, and mental health 
printed in the local facilities. Articles were 
newspapers; and ads also were broadcast on radio and 
TV. When these methods failed to produce a large enough 
pool of prospective subjects, a notice of the program was 
mailed to the parents of students in the junior and 
senior high schools of Logan. This exhaustive effort 
resulted in a pool of ~3 parent-adolescent dyads who 
indicated their interest in participating in the training 
program. 
Hazel et al. (1981) suggest that it is beat if both 
the adolescent and the parent groups consist of 
heterogeneous participants Ci.a., different ages, sexes, 
etc.). They suggest that the adolescents range in age 
from 13-17 years. Theu also suggest that no participant 
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should be significantly older or younger than the rest . 
Additionally only one male should not be in a group of 
females, 
followed 
limiting 
youths 
health 
limited 
or vice versa. These recommendations were 
as completely as possible without severely 
sample size. 
or youths under 
In addition, any court-adjudicated 
current treatment by a mental 
professional were excluded. However, the sample was 
to subjects who were willing and able to attend 
the training and testing sessions on a consistent basis 
o·•er a ten-week period. 
Since the program lasted for ten weeks, only 
participants from the Logan, Utah area were included. 
This resulted in a homogeneous group, dominated by 
subjects who were middle class, Caucasian, and members of 
the Church of Jesus Christ of Latter-day Saints CMormon). 
Procedures 
Subjects volunteering for participation in this study 
were divided into two primary experimental and control 
groups. 
Exoerimontal Group 
Thirty-two of tho ~3 parent-adolescent dyads selected 
themselves into tho experimental group. Experimental 
group subjects were scheduled to participate in a series 
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of eight two-hou• sessions fa• e i ght consecutive weeks, 
beginning feb•ua•y 8 and ending Ap•il 12, 1986. The 
sessions we•e scheduled fa• Monday, Tuesday, Wednesday and 
Thu•sday e venings and pa•ticipants chose a specific night 
to attend. C•ite•ia fa• inclusion in the expe•imental 
g•oup included the completion of a p•etest, posttest , and 
pa•ticipation in a minimum of six of the eight sessions. 
Based on these c•ite•ia, 18 of the 32 duads in the 
expe•imental g•oup we•e included in the final analysis. 
Cont•ol G•oup 
In addition to the eight-week p•og•am, a compl ete but 
concent•ated one-week t•aining p•og•am was offe•ed du•ing 
a single week. Pa•ticipants involved in this one-week 
t•aining session comp•ised the cont•ol g•oup. Eleven 
pa•ent-adolescent duads chose to be assigned to 
pa•ticipate in the concent•ated one-week p•og•am. This 
one-week-long t•aining session was held fo• th•ee hou•s 
pe• night. C•ite•ia gove•ning the selection of subjects 
fa• cont•ol g•oup included: a) p•evious involvement in 
two p•etest sessions; b) no p•evious pa•ticipation in the 
eight-week t•aining session; and c) the completion of both 
the p•etest and posttest. Eight of the 11 duads met the 
established minimum •equi•ements fo• inclusion in the 
analusis phase of this pa•ticula• p•oJect. Of those 
included in the analysis, seven completed the concent•ated 
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one-week program. 
Pretests 
Pretests were scheduled for individual parent-
adolescent dyads during the week of February 10 through 
February 1~. 1986. Subjects completed the pretest 
training check list for the ASSET program ( Appendices A 
and 8) . They also completed either the parent or the 
adolescent form of the Parent-Adolescent Relationship 
Inventory CPARI) (Appendices C and 0). Part of the ASSET 
pretest was videotaped. In order to reduce scorer bias, 
the videotaped portions of the pretest were scored by an 
impartial scorer who did not know whether the videotaped 
sessions were pretest or posttest and whether subjects 
were experimental or control group members. 
In addition, parents were asked to identify at least 
three areas of conflict currently occurring between 
themselves and their adolescent. These areas of conflict, 
as identified by the parents, were later utilized in the 
program for role- playing purposes. 
Training 
After the necessary pretesting had been 
accomplished, treatment sessions commenced. In as much as 
the ASSET program was 
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originally designed for only 
adolescents , and since parents were included in this 
study, the original format of the ASSET training program 
was modified so that adolescents were taught a particular 
Ce.g., giving positive feedback) while social skill 
parents were trained in the use of a complimentary or 
reciprocal skill Ce.g., receiving positive feedback). At 
the beginning of each session, adolescents and their 
parents met together to rehearse the social skill 
previously taught and assigned for use in the home . 
Immediately following the review and practice session, 
the two groups and their group leaders separated. Both 
parents and adolescents practiced the new skill through 
the use of roleplaying , receiving feedback relative to 
their performance from their group leaders and other 
participants. While the adolescents were practicing a 
skill, parents were practicing the reciprocal skill. 
The goal of each session was for the participants to 
learn the new skill with 100% accuracy. Once the goal was 
met in their individual sessions, the groups were brought 
back together to practice the newly acquired skills with 
each other. Homework assignments designed to give the 
participants additional practice away from the training 
environment were given at the end of each session. It 
was anticipated that this additional training would help 
the newly acquired skills to be internalized and 
generalized CHazel et al., 1981). 
Post test 
following the eight-week 
pa•ticipants we•e administe•ed the 
tests as du•ing p•etesting . 
30 
t•aining sessions, 
same ASSET and PARI 
The •esea•ch design, the•efo•e, was as follows: 
P•etest T•eatment 1 Posttest 1 T•eatment 2 Posttest2 
MT 1----------x1----- -----Tl 
MC l - ---------------------C2-------------x2------------C3 
matched t•eatment g•oup CMT) 
matched cont•ol g•oup CMC) 
This design was used to compa•e PARI and ASSET p•etest 
and posttest sco•es fa• both the expe•lmental and cont•ol 
g•oups . Sco•es fa• the pa•ticipants in the long-te•m 
p•og•am we•e compa•ed against those achieved by 
pa•ticipants in the sho•t-te•m p•og•am. 
The analusis of these test sco•es allowed compa•ison 
of not onlu the changes f•om p•etest to posttest, but 
also of the efficacy of the sho•tened-delive•u ve•sion of 
the ASSET p•og•am with that of the extended p•og•am. 
In actuality, two expe•iments we•e conducted in this 
study. 
skills 
In the f irst , 
level on the 
the 
ASSET 
3 1 
independent variable was the 
program , while the dependent 
variab l e 
assessed 
was the reported parent-adolescent conflict as 
the PARI instrument . The second experiment 
the effect of the ASSET program with the 
variable being the length of time used to 
ASSET program . The dependent variable was the 
scores on the ASSET and PARI program posttast 
by 
investigated 
independent 
present the 
resulting 
instruments. 
Internal Validity 
Campbell and St an l ey C1963) indicate that internal 
validity is determined by whether the treatment actually 
accounts for the difference between the experimental and 
the control group scores. 
that internal validation 
It should be noted, however, 
concerns for a standard 
pretest/posttest experimental control group design are 
minimal. History was controlled for, in this particular 
study, by the 
influence the 
control group. 
controlled for 
fact that any historical event that would 
treatment group would also affect the 
Maturation and testing effects were 
by the fact that both experimental and 
control 
testing 
both the 
groups would experience the same maturational and 
influences. It is suggested that the scares for 
experimental and control groups may increase due 
to maturation and/or testing; however, there is a greater 
likelihood that the 
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experimental group scores will 
increase at a more significant rate due to training 
effects. 
Testing effects were minimized by either 1) employing 
only one observer for the parent group and another for the 
adolescent group, thereby eliminating any inter-rater 
effects, and 2 ) by keeping the scorers blind as to whether 
the subjects videotaped were pretest or posttest group or 
were experimental or control group subjects. Inter-rater 
reliability for the two scores was established using a 
training criterion of 80% agreement. While it is logical 
to assume 
life-style 
that those who were desirous of changing their 
and participating in the program in such a way 
as to affect their current style of interaction would be 
more likely to remain in the program than those not as 
motivated, attrition was noted in both experimental and 
control groups. Thus the fact of motivation assumed by 
using a convenience sample wherein subjects self-selected 
themselves into either experimental or control group 
depending on their desire to improve was not 
substantiated. 
The second experiment included in this study differed 
from the first in that the experimental group received 
their eight-week program immediately following a pretest 
experience. The control group, on the other hand, 
received a pretest; 10 weeks later they received a 
posttest. Only then did they receive their concentrated 
one-week program. 
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These differences provided several 
rival hypotheses. First, there was a potential history 
effect as the programs took place at different times , 
thereby exposing the groups to different experiences. 
Maturation differences were nominal . Finally, the second 
experiment shared the first experiment's potential 
validity problems regarding instrumentation, sample 
selection and mortality . 
External Validitu 
Campbell and Stanley (1963, p. 5) indicate that 
external validity asks the question "To what populations, 
settings, 
can this 
question, 
treatment variables and measurement variables 
effect be generalized?" In response to their 
relative to this study, it should be noted that 
it is not possible to generalize the obtained results 
beyond 
that 
the specific sample used in this particular study; 
is, 
Mormon, 
derived. 
groups 
rural 
Instrumentation 
that can be matched to the conservative, 
population from which the sample was 
Extant empirical testing 
been limited to populations 
delinquent or learning-disabled 
of the ASSET program has 
consisting of either 
subjects. A review of 
3't 
these studies, however , provides no validity or 
reliability data for the various ASSET pretest and 
posttest measures or the efficacy of the program , ~ se. 
Limited empirical research completed on the ASSET program 
( see Adams et al., in press) has concluded that the ASSET 
program is capable 
the targeted social 
can be established 
of improving participants ' scores for 
skills, and inter-rater reliability 
between trained raters. This study 
provided validity and reliability data for a parent-
adolescent 
yet "normal. " 
assumptions 
issues of 
population 
Indeed, 
regarding 
validity 
designated as in conflict, 
this study contributes to present 
the ASSET program by focusing on 
and reliability of the measures 
associated with the program with in the context of normal 
parent-adolescent conflict. Even though an article by 
Serna, Schumaker , Hazel, and Shelden-Wildgen ll986 ) 
addresses the issue of reciprocal skills in the parenting 
program, it should be noted that the reciprocal skills 
program for parents, as used in this study, is limited in 
its exposure to empirical testing. 
The Parent-Adolescent Relationship Inventory (PARI) 
( Robin et al. , 198't), although relatively new, has had 
greater empirical attention in validating the instrument ' s 
internal consistency. To date, however , no predictive 
validity has been established for the PARI. This suggests 
the need for continued research on the instrument. 
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Analysis 
Analysis or the data was carried out through 
utilization of the Statistical Package for Social Sciences 
CSPSS-X J . For the present study, t-tests between pretest 
and posttest scores was the primary statistical 
methodology employed. Tests of the collected data focus 
specifically on three stated hypotheses . The first 
hypothesis indicated that the subjects in the experimental 
group would show statistically signiricantly more 
improvement in selr-reported and observed social skills on 
ASSET scores than would subjects in the contro l group. The 
second hypothesis indicates that a statistically 
signiricant dirrerence would be round between subjects 
in the experimental group and subjects in the control 
group regarding learned ASSET skills and their report of 
conrlict resolution within the context or the parent-
adolescent dyad. Finally, there would be no statistically 
signiricant dirrerence in the improvement or self-reported 
and observed social-skills scores between subjects 
participating in the one-week or the eight-week training 
program. 
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Limitations 
Generalizability of the findings of this study is 
restricted nat only by having a relat i vely homogeneous 
sample, but also by the non-random fashion in which the 
subjects were assigned to the experimental and control 
group~. Hotij6V6r , these techniques were neceeeary in or-nBr-
to retain an adequate number of participants . 
One of the main problems identified earlier with an 
extended eight-week training program was a high attrition 
rate among participants for both the treatment and 
control groups . Attrition can confound results by biasing 
them in favor of those participants who were more 
conscientious in the application of social sk i lls learned . 
While this may have been the case , attrition was noted in 
both the experimental C~~%) and control group C36% ). 
The subjects of this study were all volunteers, and 
no extrinsic methods of coercion or reward were used. 
Thus, we might say that the study was biased because those 
subjects interested in improving their relationships were 
retained, whereas the study excluded those participants 
who did not meet minimal criteria in terms of attendance. 
However, regardless of the bias the following should nat 
be overlooked. First, all peoples, regardless of race, 
religion or community size are in need of social skills to 
facilitate day to day interactions . Second, this is a 
pilot study which provides a basis for future research. 
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RESULTS 
Reliability and Validity Estimates 
Reliability 
Reliability estimates for the five subscales of the 
PARI were computed for internal consistency and test-
retest stability using the parents' and adolescents ' 
responses . Table summari~es the internal consistency 
based on Cronbach's alphas for the pretest and posttest 
scores. All alphas were significant and at acceptable 
levels to assure internal consistency of subscales at both 
times of testing . 
Tables 
between the 
2 and 3 summari~e the test-retest correlations 
adolescent 
Significant 
pretest and posttest measures for the 
and 
and 
parental control 
acceptable levels 
group samples. 
of test-retest 
reliability were observed for all of the PARI subscales. 
For the ASSET measures test-retest correlations were 
on five of the eight measures of adolescents and the 
parents. 
problem 
Adolescents 
solving, 
were consistent in giving-feedback, 
following instructions, and 
communication. 
positive and 
facilitating 
Parents were consistent in accepting 
negative feedback, giving negative feedback, 
problem-solving, and conversation. 
Considerable inconsistency was observed between test and 
retest. 
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Table 1 
Rel i ability Estimates CA1cha ) for Adolescent Sample on 
the PARI Subscales 
Pretest Post test 
VARIABLE Alpha Aloha 
Global Distress . 82 .86 
Warmth/Hostility CMom) .82 .78 
Warmth/Hostility (Dad) . 76 .83 
Cohesion .69 . S'i 
School Conflict CMom) .81 .81 
School Conflict CDad) .66 .76 
Sibling Conflict . 72 .76 
PARENTS 
Global Distress .9'i . 93 
Warmth/Hostility CParent) .90 .89 
Cohesion .68 .68 
School Conflict CParent) .8'i . 89 
Sibling Conflict .92 .85 
---------------------------------------------------------
Table 2 
Zero-Order Correlations of 
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Test-Retest Reliabilitu 
Estimates Over Twelve Weeks for Adolescent and Parent 
Control Grgup Samples on the PARI Subscales 
VARIABLE Adolescent Parent 
r. r. 
Global Distress .7't• .so• 
Warmth/Hostility . 78• .83• 
Cohesion .83• . 89• 
School Conflict .79• .69• 
Sibling Conflict .69* .7't• 
All coefficients are statistically significant c•P<.05). 
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Table 3 
Zero Order Correlations of Test- Retest ReliabilitY 
Estimates Over Twelve Weeks for Adolescent and Parent 
Control Group Samples on the ASSET Subscales 
VARIABLE 
Giving Positive Feedback 
Accepting Positive Feedback 
Giving Negative Feedback 
Accepting Negative Feedback 
Accepting Negative Feedback 
Giving Negative Feedback 
Resisting Peer Pressure 
Giving Rationales 
Problem Solving 
Facilitating Problem Solving 
Negotiation 
Following Instructions 
Giving Instructions 
Conversation 
Adolescent 
~ 
. 06 
.38• 
. 1 'i 
.l'i 
.32• 
.'±7• 
.so• 
.'±8• 
Parent 
.so• 
.88• 
.'iS• 
-.08 
.79• 
.O'i 
-.26 
. 53• 
Correlations ere for parents combined : no significant 
differences 
•P<.OS. 
were observed for mothers vs. fathers. 
~1 
This finding is likely to be reflective of adolescents and 
parents 
generally 
who have inadequate social skills and are 
inconsistent in their behaviors from one setting 
to another. 
Convergent-discriminant validitu. Tables and 5 
summarize the convergence 
five basic subscales 
and discrimination between the 
of the PARI. All significant 
correlations as one would logically anticipate. 
Global Distress is positively associated with hostility, 
school and sibling conflict. It is negatively associated 
with family cohesion. Hostility is negatively correlated 
with cohesion while being positively correlated with 
school and sibling conflict. Cohesion is negatively 
correlated with school and sibling conflict, while school 
conflict is positively correlated with sibling conflict. 
While the magnitude of the correlations differ slightlu 
between adolescent and parent responses, the directions in 
findings are identical. 
Therefore, similar 
discriminant validity are 
estimates of convergent and 
observed from the subscales of 
the PARI between adolescent and parents. 
Pretest Graue Equivalence 
A series of t-tests were computed between the 
experimental and control group adolescent and parent 
subjects on the PARI subscale scores. For both the 
'1:2 
Table 't 
Ze•o O•de• Co••elations between PARI Subscales fo• Pa•ents 
on the P•etest Measu•es 
PARENT !L..!L... W.H . ~ ~ :lllL.. 
A. Global Dist•ess 
with Adolescent 1.00 .93 -.52 .69 .59 
B. Wa•mth/Hostility 
with Adolescent 1.00 -.'1:3 .69 .52 
c . Cohesion 
with Adolescent 1.00 -.33 -. '1:3 
D. School Conflict 
with Adolescent 1.00 .37 
E . Sibling Conflict 
with Adolescent 1.00 
---------------------------------------------------------
p<.05. 
't3 
Table 5 
Zero-Order Correlations between PARI Subscales on pretest 
scores for Adolescents 
ADOLESCENT G.D. W.H. Coh. Sch. Sib. 
A. Global Distress 
with Parent 1.00 .7't -.69 .59 .57 
B. Warmth/Hostility 
with Parent 1.00 -.51 . 63 .79 
c. Cohesion 
with Parent 1.00 -.'t3 -.'t9 
D. School Conflict 
with Parent 1.00 . 't6 
E. Sibling Conflict 
with Parent 1.00 
-----------------------------------------------------------
p<.05 
parental subjects and 
significant 
e xperimental 
equivalence 
differences 
and 
was 
control 
observed 
the 
were 
adolescent 
observed 
'i'i 
subjects no 
between the 
full 
this 
groups. 
at the 
Therefore, 
initiation of 
investigation on the measures under consideration. 
Pretest To Pcsttest Changes 
Adolescents. 
Pretest to pcsttest changes en the ASSET and the PARI 
behaviors and self-reported measures are summarized in 
Tables 6 and 7. Significant improvement in social skills 
ever the control group comparison is observed on giving 
positive feedback, giving negative feedback, accepting 
negative feedback , resisting peer pressure, problem-
solving, negotiation, and conversation. No significant 
improvement was observed en following instructions . While 
significant changes in social skills were observed, no 
corresponding significant changes were reported by the 
adolescent on the PARI subscales. Indeed , when significant 
change was observed, it was matched by improvement in the 
control group, or the significance was marginal as in the 
case of family cohesion. 
Parents. A somewhat different set of findings were 
found fer the parents. As Tables 8 and 9 indicate, 
significant improvement was observed fer all eight basic 
social skills en the ASSET training program. 
':±5 
Table 6 
Mean Comparison With Standard Deviations Between 
Experimental and Control Groups on Pretest-to-Posttest on 
the ASSET Scales (Adolescent Sample) 
Variable 
Giving + 
feedback 
Giving -
feedback 
Accepting -
feedback 
Resisting 
Group 
E 
c 
E 
c 
E 
c 
E 
Peer Pressure C 
Problem 
Solving 
Negotiation 
following 
E 
c 
E 
c 
E 
Instruction C 
Communication E 
c 
---Pretest---
!1 50 
59.00 10.1 
69.80 7.2 
29.7 8.5 
28.':± 1'±.8 
55 .8 6.0 
53 . 9 7.0 
'i9.7 8.5 
57.9 
'±3.3 
':±7.3 
56.5 
62.1 
6':±.0 
7.6 
9.0 
1'±.1 
18.1 
6.3 
13.5 
'i8.0 12.0 
'iS .6 11.3 
52.3 7.9 
--------Post test--------
!1 
67.9 
7'±.0 
~ 
12.9 
9.3 
T-tst 
-2.32 
- .96 
Prob. 
.03 
ns 
58.'± 12.5 -5.69 .0001 
31.7 6.1 - .6'i ns 
61.3 7.5 -2.8'± .01 
':±5.6 15.8 1.3':± ns 
62.8 S.'i -'±.20 .0001 
60.0 11.9 
58.6 17.0 
'±3.3 12.2 
71.7 9.5 
58.1 10.0 
70.1 11.6 
-.':t3 
-3.62 
.68 
-3.99 
1.17 
-1 . 70 
.002 
ns 
.001 
ns 
ns 
50.7 19.0 - .':t7 ns 
57.9 12.3 -2.28 .03 
61.0 1':±.6 -1.79 ns 
E - experimental; n - 18 C - control; n • 7 for each group 
't6 
Table 7 
Mean Comparisons With Standard Deviations Between 
Experimental and Control Groups on Pretest-to-Posttest on 
the PARI Scales (Adolescent Sample) 
Variable 
Global 
Distress 
--Pretest---
Group !1 ~ 
E 't3.7 23.9 
c 'tl.l 11.9 
Warmth/Hostility: Mom 
E 25.'t 21.9 
c 21.0 10.9 
Warmth / Hostility: Dad 
Cohesion 
E 30.7 17.9 
c 
E 
c 
2'1:.8 lS.'t 
50.0 18 . 5 
53.6 12.'t 
School Conflict: Mom 
E 
c 
36 . 7 22.1 
't7.1 17.8 
School Conflict: Dad 
sibling 
Conflict 
E 38.6 
c 
E 
c 
35.7 
36.1 
35.7 
16.2 
13.9 
21.'1: 
13.9 
---------Post test-------
!1 
3't.7 
28.6 
~ T -tst E.r9.!;t,_ 
21.6 l.'t3 .06 
19.9 2.91 . 03 
22.5 17 . 9 
18.0 17.'t 
26.9 21.1 
23.3 22.0 
57 . 6 12.5 
50.0 18.3 
33.3 19.3 
'tl.'t 23.8 
39.'t 
25.0 
31.7 
25.0 
20.1 
16.6 
20.1 
16.6 
.68 
.51 
.80 
.35 
1. 77 
.97 
.70 
.93 
.29 
6.30 
l.O't 
6.30 
ns 
ns 
ns 
ns 
.08 
ns 
ns 
ns 
ns 
.001 
ns 
.001 
't7 
Table 8 
Mean Cgmgar-isgn with Standar-d Deviation§ fle:twe~n 
Exger-imental and Contr-ol Gr-ougs on Pre:test-to-Po§:t:t~st on 
th~ ASSET Scales CParent Sgmgle) 
----------------------------------------------------------
---Pr-etest--- --------Post test--------
Var-iable Gr-oug !:!. so !:!. ~ T-tst Pr-ob. 
Accepting + E 69.8 11.0 79.1 12.9 -3.08 .007 
Feedback c 60.7 1't.8 63.3 16.7 - .68 ns 
Accepting - E 58.'t 10.9 69.9 10.8 -3.83 .001 
Feedback c 56.1 13.8 50.3 9.7 2.22 ns 
Giving - E 32.8 8.0 't5.7 7.'t -5.'t't .000 
Feedback c 30.6 6.7 3't.7 7.'t -1.'t8 ns 
Giving E 'tl.'t 16.'t 't9.3 12.8 -2.32 .033 
Rationales c 35.0 12.7 35.3 10.6 - .O't ns 
Negotiation E 62.5 8.2 7't.2 8.3 -3.56 .002 
c 5't.6 13.0 60.'t 9.6 - .98 ns 
Facilitating 
Pr-oblem E 20.1 5.'t 30.1 18.0 -2.19 .O't2 
Solving c 21.0 7.2 26.0 18.8 - .96 ns 
Giving E 58.9 11.3 72.7 7.9 -'t.57 .000 
Instr-uction c 57.1 15.5 60.6 11.'t - .'t2 ns 
Conversation E 66.7 7.6 76.5 9.'t -'t.18 .001 
c 60.'t 5.6 62.3 10.0 - .39 ns 
----------------------------------------------------------
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Table 9 
Mean Compat'isons With Standat'd Deviations Between 
Expet'imental and Contt'ol Gt'oups on Pt'etest-to-Posttest on 
the PARI Scales CPat"ent Sample) 
Vat'iable 
Global 
Distt"ess 
Wat"mth/ 
Hostility 
Cohesion 
School 
Conflict 
Sibling 
Conflict 
~ 
E 
c 
E 
c 
E 
c 
E 
c 
E 
c 
- --Pt"etest---
!::!. 
't0.2 
't2.2 
SD 
22.7 
23.3 
31.3 2't.'t 
27 . 2 19.6 
53.7 9.3 
't1.2 13.6 
3't . 5 19 . 2 
't6.'t 2't.8 
33.9 26.'t 
't5 .1 26. 't 
------ --Posttest------ --
!1 ~ I..=.tJ!t. Pt'ob . 
33.3 19.0 1.99 ns 
't6.0 26.9 .95 ns 
19.'t 17 . 1 
31.1 29.2 
5't.O 10.5 
't't . 't 15 . 6 
28.0 19.6 
't6.'t 27.'t 
25.2 15.9 
39.0 27.9 
3 . 05 .007 
. 89 ns 
.17 ns 
.61 ns 
1.73 ns 
.00 ns 
2. 18 . O't 
1.22 ns 
'±9 
Likewise, parents perceived a significant decrease 
in global distress, hostility and sibling conflict due to 
the training program. Also, a nonsignificant trend was 
found on parents ' observations of their adolescents school 
conflict levels. 
Summary . While adolescents and parents showed 
increased skills due to training, only parents perceived 
this increase as associated with reduced stress and 
conflict. However, neither parents nor adolescents 
perceived that the skills acquired enhanced family 
cohesion. 
Post-test Experimental and 
Control Group Differences 
Adolescents . Tables 10 and 11 summarize the findings 
regarding the posttest differences. For the adolescent 
sample the experimental subjects were better able to give 
negative feedback , accept negative feedback, problem-
solve, negotiate and follow instructions. However, they 
did not perceive their distress, conflict, family 
cohesion, and related social or family life conditions to 
have correspondingly improved over that of the control 
group. 
Parents. As Tables 12-1'± indicate, on · all but 
facilitating problem-solvin~ parents · manifested improved 
social skills. However, when ex per !mental· and control 
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Table 10 
Mean Compar-ison with Standard Deviations Between 
Experimental and Control Groups on Posttest Scores on the 
ASSET Scales (Adolescent Sample) 
--Experimental-- --------Control--------
Variablfi! !1 so !1 a!! T-tst Prob. 
Giving + 
feedback 67.9 12.9 7'! . 0 9.3 -1.31 ns 
Giving -
feedback 'i8 . 'i 12 . 5 31.7 6.1 'i.'i7 .0001 
Accepting -
Feedback 61.3 7.5 'i5.6 15 . 8 2.52 . O'i 
Resisting Peer 
Pressure 62.8 S.'i 60.0 11.9 .55 ns 
Problem 
Solving 58.6 17.0 'i3.3 12.2 2.51 .02 
Negotiation 71.7 9.5 58.1 10.0 3.07 .01 
following 
Instructions 70.0 11.6 50.7 19.0 2.52 .03 
Conversation 57.9 12.3 61.0 1'!.6 - .'iS ns 
----------------------------------------------------------
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Table 11 
Mean Comgarisons With ~tandard Devi§tions for Exgerimental 
and Control GrOU!;!S on Postte::~t PARI Seal~!!! CAdQl~scent 
Samgle) 
----------------------------------------------------------
---Experimental --------Control----------
Variable !1 §!! !1 ~ T-tst Prob. 
Global Distress 3'1:.7 21.6 28.6 19.9 .67 ns 
Warmth/ 
Hostility Mom 22.5 17.9 18.0 17.'1: .57 ns 
Warmth/ 
Hostility dad 26.9 21.1 23 . 3 22.1 . 37 ns 
Cohesion 57 . 6 12.'1: 50.0 18.3 1.02 ns 
School 
Conflict Mom 33.3 19.3 'tl.'t 23.8 .80 ns 
School 
Conflict Dad 3't.'t 20.1 28.6 12.2 1.65 ns 
Sibling 
Conflict 31.7 20.1 25.0 16.6 .as ns 
52 
Table 12 
Mean Comparison with Standard Deviation Between 
Exoerimental and Control Groups on Posttest ASSET Scores 
CParent Sample) 
--Experimental- -------Control----------
Variable 
Accepting + 
feedback 
Accepting -
feedback 
Giving 
feedback 
Giving 
Rationale 
Negotiation 
facilitating 
Problem Solving 
Giving 
Instructions 
Conversation 
n 
79.1 12.9 
68.9 10.8 
':t5.7 7.':t 
':t9.3 12.8 
7':t.2 8.3 
30.1 18.0 
72.7 7.9 
76.5 9.':t 
n 
63.6 16.7 
50.3 9.7 
3':t.7 2.8 
35.3 ':t.3 
60.':t 3.62 
26.0 18.8 
60.6 1l.':t 
62.3 10.0 
2.3 
':t.':t 
3.3 
2.8 
3.3 
.OS 
2.6 
3.3 
.050 
.001 
.007 
.015 
.008 
ns 
.031 
.008 
n - 18 for experimental group n - 7 for control group 
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Table 13 
Mean Comparison with Standard Deviations Between 
Experimental and Control Groups on Posttest PARI Scores 
CParent Semple) 
-Exper-imental- --------Contr-ol----------
Variable !1 ~ !1 so I-tet Prob. 
Global Distress 33.3 19.0 't6 . 0 26.9 1.1't ns 
Warmth/ 
Hostility 19.'t 17.1 31.2 29.2 1.00 ns 
Cohesion S't.O 10.5 't't.'t 15.6 1.'t9 ns 
School 
Conflict 28.0 19.6 't6.'t 27.'t 1.63 ne 
Sibling 
Conflict 25.2 15.9 39.0 27.9 1.23 ns 
n • 18 for- experimental group n • 7 for control group 
5't 
Table 1't 
Mean Comcarison with Standard Deviations on Pretest-to-
Posttest ASSET Scores for Experimental Group Males and 
females (Adolescent Sample) 
Gen. 
+ M 
Variable 
Giving 
feedback 
Giving 
feedback 
Accepting -
f 
M 
f 
M 
feedback f 
Resisting PeerM 
Pressure f 
Problem M 
Solving f 
Negotiation M 
f 
following M 
Instructions f 
Conversation M 
f 
--Pretest--
!1 
60.7 
56.3 
28.5 
31.6 
56.3 
55.0 
't9.1 
50.7 
't1.6 
't6.0 
51.9 
63.7 
;;w.. 
9.8 
10.7 
10.1 
5.0 
6.2 
6.1 
9.9 
6.1 
10.'t 
6.0 
21.6 
7.5 
66.7 12.8 
59.7 l't.3 
51.0 12.7 
't7.'t 8.9 
n - 10 males n -8 females 
--------Post test--------
!1 
70.1 
6't.'t 
50.7 
't't.9 
60.2 
63.0 
62.7 
62.9 
61.7 
53.7 
69.9 
7't.'t 
§I! I=.£l.t. 
13.0 -2.07 
13.1 
13 . 6 
10.5 
7.3 
-1.12 
-5 . 30 
-2.67 
-1.5't 
7.9 -2.69 
7.8 -3.82 
12.2 -2.33 
2.0 -3.33 
10.'t -1.80 
10.0 -3.13 
8.5 -2.98 
70.3 11.5 -.76 
69.7 12.7 -1.77 
59.5 13.0 -1.5't 
55.6 11.7 -1.93 
~ 
.06 
ns 
.coo 
.O't 
ns 
.O't 
. 003 
.06 
.008 
ns 
.01 
.02 
ns 
ns 
ns 
ns 
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group subjects were compared on posttest measures of self-
reported PARI subscales no significant differences were 
observed. In most cases, the mean differences were in the 
expected direction, with greater improvement shown f or the 
experimental group; however , large standard deviations 
within both groups resulted in variability that reduced 
the chance of significance between groups. 
Control Group-to-Experimental 
Group: Short-term Training 
The final object i ve of this study was to determine if 
a short-term training program of approximately 1 week is 
as potential l y effective as a longer 8 week program. 
Tables 15-17 summarize the comparison of the posttest 
scores from the or i g i nal experimental group with that of 
the second posttest scores wherein the control group 
became an experimental group. for both the adolescent and 
parent samples, the analysis indicates that no significant 
increases of importance to the experimental effect was 
observed. 
Indeed, in several cases in the week long program of 
training, ASSET scores actually went down. Because of 
these results on the ASSET instruments, no scores were 
computed for the PARI instruments. The fact that the 
scores went down may suggest that in a short-term program 
there is too much to absorb in such a short period of 
time. It may be possible that there is a need to practice 
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Table 15 
Mean Comparison with Standard Deviations for Experimental 
Pretest-to-Posttest Group ASSET Scores for Males and 
Females CParent Sample) 
Variable §!ill_,_ 
Accepting + M 
Feedback F 
Accepting M 
Feedback F 
Giving - M 
Feedback F 
Giving M 
Rationales F 
Negotiation M 
F 
Problem M 
Solving F 
Giving M 
Instruction F 
Conversation M 
F 
--Pretest--
!1 
66.0 
72.8 
58.8 
58.1 
28.1 
36.5 
'tl.'t 
35.0 
6't.9 
60.6 
21.8 
18.7 
58.1 
59.5 
67.1 
66.3 
§.II. 
12 . 1 
9.7 
10 . 6 
11.8 
5.1 
8.2 
16.'t 
12.7 
5.9 
9.6 
't.O 
6.1 
6.5 
1't.'t 
7.2 
8.3 
--------Post test--------
!1 ~ 
69.8 12.2 
86.5 7.7 
70 . 't 13 . 3 
69.5 9.2 
't7.1 6.3 
't't.S 8.3 
't9 . 3 12.8 
35.3 10.6 
72.1 8.6 
75.8 8.2 
3't.8 22.8 
26.'t 13.3 
73.'t 6.8 
72.1 9.0 
75 .'t 11.5 
77.'t 7.8 
T-tst 
-1.12 
-3.2 
-2 . 20 
-3.10 
-7.5't 
-2.60 
-2.32 
- .O't 
- 1.60 
-3.'t0 
-1.55 
-1.50 
-'t.81 
-2.60 
-3.05 
-3.00 
ns 
.012 
.062 
.013 
.000 
.027 
ns 
.02't 
ns 
.008 
ns 
ns 
.002 
.031 
.019 
.016 
n - 18 for experimental group n - 7 for control group 
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Table 16 
Mean Comparison with Standard Deviations on Posttest 1 
and Posttest 2 ASSET Scores for Control-to-Experimental 
Group Short- term Condition (Adolescent Sample) 
Variable 
Giving + 
Feedback 
Giving -
Feedback 
Accepting -
Feedback 
Resisting Peer 
Pressure 
Problem 
Solving 
Negotiation 
Following 
Instructions 
Posttest ill 
M so 
69 . 8 7 . 2 
28.'± 1'±.7 
53.9 7.0 
57.9 7.6 
'±7.3 1'± . 1 
62.1 6.3 
'±8.0 ll.9 
---- --Posttest !12-------
M so T-tst 
7'±.0 9.3 - . 96 
31.7 6.1 - .6'± 
'±5.6 15.8 1. 3'i 
60 . 0 11 . 9 - . 'i3 
'±3.3 12 . 2 
58.1 10.0 
50.7 19.0 
.68 
1.17 
-.'t7 
Prob. 
ns 
ns 
ns 
ns 
ns 
ns 
ns 
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Table 17 
Mean Ccmpa~iscn with Standa~d Deviations en Pcsttest 1 
and Pcsttest 2 ASSET Scc~es fc~ Ccnt~cl-tc-Expe~imental 
G~cups Sho~t-te~m Condition CPa~ent Sample). 
Va~iable 
Accepting + 
Feedback 
Giving -
Feedback 
Accepting -
Posttest #1 
!1 ~ 
65.5 17.1 
37.0 'i. 7 
Feedback 51.3 
Giving Rationale 36.5 
10.2 
11.0 
Facilitating p~cb 
-lem solving 
Negotiation 
Giving 
Inst~uctions 
Conve~sation 
28.0 19.7 
58.5 8.9 
60.8 12.'i 
63.3 10.5 
------Posttest #2-------
!1 ~ I.::£it. ~ 
71.8 1'i.O -1.22 
'i1.3 
56.3 
50.0 
5.1 -1.88 
5.8 -1.05 
18.8 -1.58 
22.2 'i.3 .76 
68.2 1'i.'i -2.09 
67.3 
75.5 
6.'i -1.20 
7.8 -2.08 
ns 
ns 
ns 
ns 
ns 
ns 
ns 
ns 
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and integrate the acquisition of one skill to affect the 
acquisition of another skill . 
Summary 
Consistent with the pretest to posttest change, 
adolescents and parents in the experimental group 
manifested growth in social skills over the control group 
at posttest measure. Further, as the pretest to posttest 
change scores reflected, posttest comparisons of 
adolescents revealed no significant perceived changes on 
the PARI subscala measures . 
significant changes in 
However, parents who reported 
their perceptions of their 
adolescents due to skill training, were found not to have 
improved dramatically over the control group and 
maturational effects. This inconsistency is likely due to 
the large variance found in the between-group t-test 
comparisons and the corresponding reflection that within 
group variability was less dramatic than between group 
variability in self-perceived improvement. Thus, training 
effects are judged to be equivocal in the present study. 
Finally, although the results failed to demonstrate 
the significant improvement hypothesized, they 
nevertheless gave clear indication that these essential 
social skills were learned by both the parents and their 
adolescents. 
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DISCUSSION 
Parent- ado l escent conflict has become a topic of 
increas i ng 
as well 
interest for social and behavioral scientists , 
as for clinicians and other practitioners . 
Literature i n t he area is rapidly expanding, focusing on 
various theories end addressing the relationship of many 
different variables wi th parent-adolescent confl i ct . 
Smal l , Cornelius , end Eastman C1985 ) have suggested 
that adolescence may be character i zed as a period of 
parent-adolescent "storm and stress . " Offer end Offer 
C1975 ) suggest s that more than 50% of those melee 
experienced stress . Montemayor C1983) suggested that 
normal dyads experienced substantial arguments every three 
days 
to 
for about 11 minutes, ranging from heated arguments 
physical abuse . Drawing on the results of the 
Montemayor study, 
million families 
conflict. 
it was estimated that approximately ~-5 
were affected by parent-adolescent 
Erikson C1968), Grotevant C198~), Marcia C1966) and 
Riegel C1975) suggest that conflict may have a beneficial 
effect on growth and development if the parent-adolescent 
dyads employ adequate conflict resolution strategies. 
Garbarino, Sebes, and Schellenbach C198~) indicate that 
important skills may be learned through conflict. This 
research project suggests that a social skills deficit 
Ci .e., performance or 
conflicted situations 
dyads. This study also 
social skills deficits 
strategies may lead to 
effects. 
Far the purpose of 
assumption Cthat social 
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skills deficit) may underlie 
recurring 
suggests 
gained by 
the above 
in parent-adolescent 
that a reduction in 
employing appropriate 
mentioned beneficial 
this study the 
skills deficits 
mare general 
are directly 
correlated with parent-adolescent conflict) was first 
broken down into twa parts. First, can parents and 
adolescents learn and use basic social skills? Second, 
will the learning and use of these social skills result in 
a reduction in dyadic conflict and an increase in warmth 
and cohesiveness? Finally, the study was designed to 
address the question of whether learning effectiveness is 
best facilitated when parents and adolescents are taught 
basic social skills aver a short Ci.e . , one week of 
concentrated training) or extended Ci.e., eight weeks) 
time period. Hypotheses, previously stated, focusing an 
these questions were formulated. Critical variables were 
aperatianalized through the use of the ASSET program, with 
its attendant instruments, and the PARI instrument. 
Hypothesis 
Sub!ects in the experimental group will show 
statistically significantly imprgvement in 
self-reported and observed 
than will sublects in the 
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social skills on ASSET scores 
control group. Across the 
adolescent sample the data clearly suggest that the 
experimental group improved significantly over the control 
group on the social skills of: giving positive feedback 
giving negative feedback accepting negative feedback. 
resisting peer pressure. problem-solving negotiation. and 
conversation. These particular adolescents were lacking 
in adequate knowledge of these social skills to 
communicate in a way that would reduce or resolve conflict 
situations. They were also performing at remedial levels 
in the use of such skills . It is significant that these 
findings were observed in a "normal" population. It can 
therefore be argued that these adolescents are not being 
schooled in those basic social skills critical to dyadic 
interaction. 
However, research has already demonstrated that these 
social skills can be learned. Examining the posttest 
means of the two groups of adolescents on the ASSET skills 
reveals that there was a change from the pretest to 
posttest score. A comparison of the means of the 
experimental and control groups did show a significant 
difference. This change suggests an improvement in the 
experimental group's ability to use these skills. In 
particular, there were differences between the two groups 
on giving negative feedback accepting negative feedback. 
oroblem solving and negotiation. These findings suggest 
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that change did occur and was maintained on these skills. 
However, while there was perceived change from the pretest 
to the posttest on resisting peer pressure, there were no 
difference among the adolescents when the means were 
compared. In the variable following instruction, there 
was no noted change from the pretest to the posttest. 
In terms of improvement in the adolescents' ability to 
follow instructions, the results suggesting that there was 
no significant difference between the two groups are not 
surprising. Much of one's school experience is dedicated 
to learning how to follow instructions. This is not the 
case, however, of the other social skills where 
improvement was noted. 
In examining the results for the parents relative to 
improvement in social skills through training in ASSET, 
the data suggest that parents improved in all eight of the 
designated social skills. However, there was one minor 
exception in the area of 
This exception is notable 
conflict is associated with 
facilitating problem-solving. 
due to the fact that much 
the ability of the dyad to 
effectively initiate and maintain problem-solving behavior 
during the course of conflict. Whether or not the ASSET 
skills generalize to reduce this conflict will be 
discussed in hypothesis two. 
Hupothesis 2 
A statistically significant difference will be found 
between subJects in the experimental group and subJects 
in the control group regarding learned ASSET skills and 
their 
the 
were 
report of conflict resolution within the context of 
parent-adolescent dyad. five measures from the PARI 
adopted to test this particular hypothesis: ~ 
distress. warmth/ hostility cohesion ~conflict. 
and sibling conflict. An examination of the data acquired 
from the adolescents on the PARI variables reveals the 
fact that no significant improvement was noted in any of 
the variables. When comparing the means of the 
experimental group with the control group, findings were 
consistent with those noted in the change from the pretest 
to the posttest scores. That is, there was no significant 
difference between the groups. 
One explanation for such 
given social skills were not 
variables identified in the 
a finding may be that the 
designed 
PARI. It 
to address the 
may be that the 
training program, since it did not explicitly address each 
of these areas and the method of applying the skills to 
them, 
there 
only gave 
resulted a 
a general overview of the skills. Thus 
non-specific application which could 
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effect general ization . I n other words, while ASSET s kills 
may be necessary, it appears that they may not be 
sufficient in and of themselves. 
The findings reported in the posttest mean comparison 
seem to indicate that although the adolescents were able 
to learn the basic social skills, they did not necessarily 
perceive an improvement in parent-adolescent interaction . 
However , t he results from the parents ' experimental 
group are quite different from those from the adolescent 
group . Notable in terms of parental response were those 
responses related to actual change in behavior. While the 
parents perceived significant changes in several of the 
PARI variables, a comparison of the mean scores between 
the experimental and control groups did not suggest anu 
differences on the PARI subscales measuring perce i ved 
improvement. In other words, parents who learned ASSET 
skills, as well as those who did not both, experienced 
improved perceptions of their relationship with their 
adolescents. Or mau be that there is no specific 
relationship between ASSET skills and the PARI variables. 
While this mau bring into question the relative 
effectiveness of the program, it is felt that such a 
judgment cannot be adequatelu made until a methodological 
procedure (e.g. Solomon ~ group design) is employed 
and/or a longitudinal design is used 
"Whu then did the parents' experimental group 
perceive improvement in their parent/adolescent 
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relationships when the adolescent experimental group did 
not?" There are several 
in perception. First, 
explanations for the differences 
since this population was self-
selected into the project, it is likely that these were 
parents 
their 
who were most motivated to make improvements in 
relationships with their adolescents. Second, a 
"halo" phenomenon may have resulted, prompting a more 
optimistic perspective on the part of the parents. Third, 
there may have been an element of social desirability 
resulting in parents' reporting more improvement than 
actually occurred. Finally, and perhaps the most likely 
explanation, 
above and 
the 
will 
future research 
results 
need to 
using a 
logical explanations. 
reflect a combination of the 
be more explicitly examined in 
longitudinal design to test 
No significant change was noted by the parents in the 
control group across the PARI variables , whereas 
significant improvement was indicated in the experimental 
group on two of the five variables Ci.e., warmth/hostilitu 
{p < .007} and sibling conflict {p .O'i}). No 
improvement was noted in global distress, school conflict 
and cohesion. In terms of warmth and hostilitu, what may 
have occurred is a general reduction in feelings of 
anger due to the parent acquiring or implementing a 
technique to voice concerns. It is logical to conclude 
that the implementation of a "voicing" technique will 
result in one or more of the following: a) a cathartic 
6 7 
effect produced when concerns are verbalized, b) a 
reduction in the relative degree of frustration which 
would be created from holding resentments, c) an increase 
in self-efficacious behavior by interrupting the power 
dynamics associated 
d) increased power 
with conflictual 
through the use 
situations, and/or 
of communication. 
These explanations may also be related to why the parents 
reported an improvement, though not statistically 
significant, in global distress . 
One final area unexplained is that of sibling 
conflict, and how sibling conflict affects parent-
adolescent conflict . While there are many explanations 
for why sibling conflict exists, one especially salient 
explanation focuses on "pecking order" dynamics . Some 
adolescents, feeling ineffective in dealing with various 
parent situations, may turn their frustrations on 
siblings. If so, symptom relief may be noted when a parent 
appropriately implements a method that enhances the 
adolescent's interpersonal ability to deal effectively 
with parental issues. On the other hand, sibling 
conflict as a "normal" developmental stage may be 
exacerbated when a parent does not utilize appropriate 
social skills and remedied when the parent does. 
Thus, it is possible that parents, when using the 
social skills with one child, models them in such a way 
that other children in the family desire to adopt these 
same social skills. This is the case especially if the 
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use of social skills maximizes <ewa<d and minimizes 
punishment. This modeling could then •esult in the othe• 
siblings lea<ning and adopting the social skills and using 
them in othe< conf<ontation situations with thei< 
adolescent b<othe<s and/o< siste<s. Whethe< these social 
skills a•e bette• lea<ned in a sho<t o• long-te•m t<aining 
p<og<am is add<essed by the thi<d hypothesis. 
Huoothesis 3 
The<e will be no statisticallY significant diffe<erice 
in the imp<ovement of self-<epo<ted and gbserved social-
skills between subJects pa<ticipating in the qne-week 
ve<ses the ten-week t<aining Q<OQ<am. The data clearly 
indicates that those adolescents and pa<ents pa<ticipating 
i n the sho<t, one-week training program did not pe<ceive 
imp<ovement in the acquisition of social skills f<om the 
ASSET p<og<am, whe<eas those participating in the eight-
week t<aining p<ogram did report improvement. This basic 
finding suggests that while both g<oups were taught the 
same skills using the same methodology, the<e were no 
t<aining effects noted when the p<og<am was shortened. A 
logical assumption fo< this may lie with a basic p<inciple 
of learning; that is, sufficient time needs to be given 
between the p<esentation of a skill and its 
internalization. Du•ing the time pe <iod, adolescents 
and pa<ents have an oppo<tunity to use the skill in 
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specific conflict-oriented situations and to begin to 
generalize the skills out to other conflict- r .elated 
contexts both within and outside of the family. This may 
account for the i mprovement. 
It is of interest to note that females and males 
improved in some different areas. Specifically , female 
adolescents indicated improvement in their abilit i es to 
give negative feedback, accept negative feedback, and 
resist peer pressure. Male adolescents, on the other 
hand, indicated perceived improvement in giving negative 
feedback, resisting peer pressure, problem solving, and 
negotiation . Findings may be related to sex-role 
socialization. Females have typically been socialized to 
remain relatively submissive, 
inability to give negative 
submissive to peer pressure. 
have been reared to be more 
thus encouraging an 
feedback while remaining 
Males, on the other hand, 
aggressive, as opposed to 
assertive. 
them to 
rights 
For males, social-skill training may encourage 
view more clearly their rights as well as the 
of others, promoting assertive behavior. 
Thus, it appears that this training could be beneficial in 
facilitating the remediation of antiquated sex-role 
standards. 
When the findings of both males and females are taken 
together, it can be said that social skills training, by 
facilitating the development of self-efficacy , may 
facilitate that phase of adolescence commonly referred to 
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as separation- individuation . This may be accompl i shed by 
providing the adolescent functional skills to assert 
autonomy and enhance self- esteem. Such a process may 
development of psychopathology. On counteract anticipated 
the one hand, this process may prevent the escalation of 
oppositional and conduct disordered behavior into 
antisocial 
skills may 
preventing 
behavior. By the same token the use of social 
promote adequate self-development, thereby 
an identity disorder or borderline adolescent 
behavior disorder . 
Mothers of adolescents participating in the eight-
week training program , as compared to the mothers in the 
one-week training program, indicated that they noted 
improvement in acceoting positive feedback accepting 
negative feedback ~ negative feedback problem-
solving ~ instruction and communication. Fathers 
perceived improvement in accepting negative feedback 
~ negative feedback. oroblem solving ~ 
instruction and conversation. While the results indicate 
that fathers demonstrated greater gain than mothers in 
~ negative feedback ~ ~ instruction, the 
overall results suggest that the effectiveness of the 
ASSET program may be seen in mother-adolescent dyads. This 
finding is not surprising when one considers that the 
preponderance 
families comes 
the father is 
of requests for mental health assistance for 
from the mothers. This is not to say that 
any less concerned about the family, but, 
7 1 
at least historically, the self- esteem of mothers hasbeen 
more invested in the family , whereas the fathers' ego has 
been more located with over involvement with things 
outside the family Ceg. work, leisure) and/or stereotyped 
parenting roles. 
Summary 
The results of this study suggest that, even though 
there are major limitations Cas outlined in the Methods 
Section) , the ASSET program does appear to be effective in 
changing the perception of adolescents as well as adults 
in terms of their applications of basic social skills. 
However, these perceived changes were only noticeable in 
the experimental group trained across eight weeks. While 
there were reported changes in the use of social skills, 
adolescents did not perceive their increased effective use 
of the social skills as necessarily reducing the conflict 
or increasing warmth or cohesiveness as measured by the 
PARI instrument in this particular study. 
With the above in mind, several suggestions appear to 
be in order. first, the ASSET program is most effective 
when taught across an extended, rather than abbreviated 
period of time. Second, the effectiveness of the skills in 
reducing parent-adolescent conflict may be more likely to 
be perceived if Ca) the program identified specific 
conflict areas, Cb) training addressed the use of the 
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skills within the context of the identified conflictual 
context , and Cc) generalization training was incorporated. 
Third, implementing a follow-up review of the skills with 
specific training could further enhance the remedial use 
of skill Cs) by focusing on the perceptions of the 
subjects. Last, verification of the effectiveness of the 
ASSET program would be 
longitudinal study which 
previously stated limitations . 
enhanced by designing a 
effectively addresses the 
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APPENDICES 
Apoendix A 
ASSET Training Checklist - Parents 
Parents: Accepting Positive Feedback 
1. Face your child. 
2. Look directly at the youth--keep eye contact. 
3. Smile when you are talking. 
~. Use an enthusiastic tone of voice. 
s. Keep a relaxed posture. 
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6. Acknowledge the youth's feedback by responding 
positively to the compliment or the "thanks." 
7. If the youth leads into a conversation, you can 
respond with a statement concerning the topic. If 
the youth does not lead into a conversation, you can 
ask a question that will lead into a conversation. 
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Parents: Accepting Negative Feedback 
1. Face the youth during the conversation. 
2. Remain calm -- do not move away from the youth giving 
feedback . 
3. Maintain eye contact with the youth. 
~ . Keep a neutral facial expression. 
5 . Maintain a straight posture. 
6. Pay attention when the other person is talking by 
giving head nods. 
7. Restate what the 
understanding of 
clarification. 
youth said to check for 
what was said or ask for 
8 . If you agree with the feedback , apologize and ask for 
suggestions. If you do not agree with the 
criticism, tell the youth that you understand the 
criticism and tell your side with facts and 
rationales. If you decide not to accept the 
feedback state your rationales with the benefits 
and consequences of your actions. 
9. Thank the youth or give a statement of appreciation 
Cor a statement that you understand the youth). 
B'i 
Remember To: 
Keep a normal voice tone . 
Pay attention when the other person is talking by 
saying "MM-HMM or Yes". 
Remain calm. 
Do not interrupt the youth when he/she is speaking. 
Stay near the youth -- don ' t move away. 
Listen closely to the youth so that you know 
what he/she is saying. 
REMAIN CALM! 
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Parents: Giving Negative Feedback 
1 . Face the person who you are talking to. 
2. Use a serious voice tone . 
3. Keep eye contact. 
~ . Keep a straight posture. 
5. Keep a serious facial expression . 
6. Ask if you could talk to the person for a moment. 
7. First say something positive about the person. 
8. Tell the person how you feel or what you think he 
or she did wrong. 
9. Give the person a reason for changing. 
10. Ask the person if he or she understood what you said. 
11. If the person did not understand, explain again. 
12. Ask the person how he or she feels. 
13. Give the person suggestions for changing. 
1~. Thank the person for listening to you. 
15. Change the topic to something else. 
During the conversation remember to use a concerned tone 
of voice and be sure to tell the person that you are 
concerned about him or her. 
Parents: Giving Rationales 
1 . Face the youth when talking. 
2. Keep a serious facial expression . 
3. Maintain eye contact. 
~. Use a casual statement . 
Ceg. If you ______ _ then ______ ). 
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5. State the benefits the youth may obtain by doing 
something appropriate. State the short-term benefits 
the youth will acquire . State the long-term benefits 
the youth will acquire. 
6. State the negative consequences the youth may receive 
by doing something inappropriate or not doing 
something aporopriate. 
7 . Ask the youth if he / she understands. 
8. Ask the youth how he/she feels. 
9. End the conversation with a concerned statement about 
the youth or the problem. 
Remember : 
Use a concerned voice tone. Make the rationale person-
alized Cwhat is important to the youth!) Give examples of 
short-term future Cif possible). Give examples of long-
term future Cif possible). 
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Parents: facilitating Problem Solving 
1. Try to remain calm. 
2. Thank your son /daughter for coming to you with the 
problem . 
3. first, try to decide exactlu what the problem is. 
Ask the youth for clarification Cif necessary ) . 
~. Ask your son/daughter to think of at least three 
different solutions to the problem. 
5. If the youth can't think of enough solutions , you 
might volunteer e solution to help him/her. 
6. After the youth has come up with three different 
solutions , PRAISE THE YOUTH for being able to do 
this . 
7 . Ask your 
solution 
solution. 
child to think of the r~e~s~u~l~t~s~-t~o~~e~a~c~h 
what will happen if you use the 
The results he/she should consider: 
a. how others will react. 
b. the immediate good and bad results . 
c. the long-term good and bed results. 
B . Ask your child to decide on the most desirable 
results the ones with the most good and least 
bad . CMake sure it is the youth's decision . ) 
9 . Ask your child to choose the solution that leads to 
the best results. 
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10. Ask your child to figure out the steps to do the 
11. 
solution . You may have to guide him/her through 
this. 
PRAISE your child for working out the problem. If 
the solution does not work, help your child go back 
to step '± and pick the second best solution. Then go 
through the steps again . You may need to combine 
solutions to get the results that your child would 
want, so be ready to guide him/her toward this. You 
may need to instruct your child that the solution 
might not work. If it does work, reassure him/her 
that you will continue to help. 
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Parents : Negotiat i on 
1. Face the youth. 
2. Look directly at the youth - - keep eye contact. 
3. Keep a neutral facial expression. 
Keep a straight posture ':1. 
5 . 
6. 
Keep a normal voice tone. 
After the youth has stated 
him/her for more information. 
what he/she wants, ask 
Cif necessary .) 
7 . State your opinion with rationales . Give your 
opinion. State the benefits the youth may obtain by 
doing something appropriate . State the negative 
consequences the youth may r eceive by doing something 
inappropriate or not doing something appropriate. 
B. Wait for the youth ' s response. 
9 . If the youth agrees , let him\her know that you 
appreciate the youth seeing your side of the 
conflict. If the youth does not agree , propose a 
solution with pros and cons. •If the youth accepts 
the solution, let the youth know you appreciate the 
youth agreeing to the solution. 
10 . Thank the youth for working out the problem. 
11 . Pay attention to the youth while he/she is talking by 
saying "mm--humm ". 
12. Do not interrupt when the youth is talking. 
so 
Remember: 
Remain calm and try to think of some possible solutions or 
compromises to the problem. 
Parents : Giving Instruction 
1. Face the youth. 
2. Keep eye contact. 
3. Keep a neutral facial e xpression. 
~. Keep a straight posture. 
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5. Get the youth's attention (e. g ., calling his or her 
name ). 
6 . State the instruction in the form of a request. Make 
sure that you are specific about the required 
behavior involved in the instruction. 
7. Give a rationale for the request. 
8. Ask the youth if he/she understands the instructions. 
9. If the youth does not understand the instructions, 
explain again. 
10. When the youth agrees , state a positive consequence 
for following the instructions. 
11. If the youth agrees, state a positive consequence for 
following the instructions 
12 . If the youth does not agree, give a rationale for the 
youth to follow the instructions. Go back to step 7 
and repeat the sequence . 
Remember: 
Keep a normal voice tone through out and to remain calm . 
Do not argue with the youth or use a disgusted voice tone . 
Parents : Conversation 
1 . face the person during the conversation. 
2 . Maintain eye contact with the person. 
3. Smile during the conversation. 
't. 
5 . 
Use a pleasant voice tone . 
Maintain a relaxed conversational posture 
slouched, but not tense . 
6 . Say words of greeting. 
7. Introduce himself/herself if necessary. 
8. Ask an open-ended question to elicit information. 
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not 
9. Ask another open-ended question about the topic of 
conversation. 
10. Ask a third open-ended question about the topic of 
conversation. 
11. Make a statement relevant to the topic of 
conversation. 
12. Make another statement relevant to the topic of 
conversation. 
13. Make another statement relevant to the topic of 
conversation. 
1'±. End the conversation with some type of closing 
statement. 
15. Wait for the other person to finish before saying 
anything Cdo not interrupt), 
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16. Give the other person an opportunity to talk by being 
silent after asking a question or making a statement . 
17. Give positive feedback through head nods and by 
saying "MM-humm" and saying "yeah " during the ather 
person ' s response . 
Appendix 8 
ASSET Training Checklist - Adolescents 
Adolescents : Giving Positive Feedback 
1. Face the person when giving feedback. 
2 . Maintain eye contact with the person. 
3. Smile when giving feedback. 
~ . Use an enthusiastic voice tone. 
5 . Maintain a relaxed posture . 
6 . Give the feedback. 
7. Wait for a response . 
8. If the response was positive, 
lead into a conversation. If 
use the response to 
the response was 
negative, restate the feedback and then change the 
subject. 
9. Make sure the feedback was sincere, not sarcastic or 
dishonest. 
Adole5cent5: Giving Negative feedback 
1. face the pe•son when giving feedback. 
2 . Maintain eye contact with the pe•son. 
3. Keep a se•ious facial e xp•ession. 
~. Use a se• ious voice tone. 
5. Maintain a st•aight postu•e. 
6. Ask to talk to the othe• pe•son fa• a moment. 
7. Initially give a positive statement a• compliment. 
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8. Tell the pe•son how you fee l a• what you think he a• 
she did w•ong. 
9 . Give the othe• pe•son a •eason fa• changing. 
10. Ask if the othe• pe•son unde•stands what was said . 
11. Cla•ify the feedback , if necessa•y. 
12. Ask how the othe• pe•son feels. CWhat is the othe• 
pe•son ' s side?) 
13. Give the othe• pe•son suggestions fa• changing a• 
imp•oving 
1~ . Thank the othe• pe•son fa• listening. 
15. Change the topic to something else. 
16. Make a statement of conce•n o• unde•atanding . 
17. Don ' t "put down " the othe• pe•son. 
Adolescents: Accepting Negative feedback 
1 . face the pe4son du4ing the conve4sation. 
2. Maintain eye contact with the pe4son. 
3. Keep a neut4al facial exp•ession . 
~ . Use a no•mal voice tone. 
5. Maintain a st4aight postu4e. 
6. Stay nea• the pe4son . 
96 
7. Listen closely when the pe4SOn is talking and 
•emembe4 to give head nods and say "mm-hmm" and 
"yeah". 
8 . Ask fo4 cla4ification, if necessa4y. 
9 . If he/she ag•ees with the feedback , apologizes 
and eithe4 says that he/she unde4stood the feedback 
04 asks fo4 suggestions. 
10. If he / she doesn ' t ag4ee with the feedback, says that 
he/she unde4stood, then asks pe4mission to tell 
his/he4 side and tells it with facts. 
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11 . lf the other person is an authority figure , accept 
the feedback, even if he / she does not agree with it. 
If the other person is not an authority figure , 
either accept the feedback or thank the person for 
his/her concern and say that he/she will think about 
it. 
12 . Remain calm and make no angry statements or 
accusations. 
13. Don't interrupt when the other person is speaking . 
Adolescents : Resisting Peer Pressure 
1. Face the person during the conversation. 
2 . Maintain eye contact with the person. 
3. Keep a serious facial expre~sion . 
~. Use a concerned , ser i ous vo i ce tone. 
5 . Maintain a straight posture. 
6 . Ma i ntain a positive statement about the person . 
7 . Say that he / she will not engage in the proposed act 
( say no ). 
8. Give a personal reason for not engaging in the act . 
9. Suggest an alternative activity for everyone . 
10. If the alternative was not accepted, restate that 
he/she will not participate and leave the situation. 
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Adolescents: P•oblem Solving 
1. Remain calm . 
2. Decide exactly what the p•oblem is. 
3. Name a possible solution. 
~. Name anothe• possible solution. 
5. Name anothe• possible solution. 
6. Name the positive and negative •esults fa• the fi•st 
possible solution. 
7. Name the positive and negative •esults fa• the second 
possible solution. 
8. Name the positive and negative •esults fa• the thi•d 
possible solution. 
9 . Decide on the most desi•able •esults Cmost positive 
and least negative ) . 
10. Choose the solution that leads to the most positive 
and least negative •esults. 
11. Fo•mulate the steps necessa•y to accomplish this 
solution 
12. If the fi•st solution did not wo•k, pick the second 
best solution and figu•e out the steps for achieving 
it. 
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Adolescents : Negotiation 
1 . Face the person during the conversation . 
2. Maintain eye contact with the person. 
3 . Keep a neutral facial expression. 
~ . Use a normal voice tone- positive and nonaccusing. 
5. Maintain a straight posture. 
6 . Ask to talk to the other person. 
7 . State what he/she wanted. 
8. Give a reason for the request. 
9. Wait for a response. 
10. If the response is positive, thank the person. If 
the response is negative, ask the person if he/she 
could think of anything the participant could do to 
get what was wanted. 
11 . Listen to the other person ' s response. 
12. If satisfied with the solution, agree and thank the 
person . 
13. If the other person agreed with the compromise, thank 
him/her. If the other person did not agree, ask for 
another solution and continue negotiating. 
1~. Pay attention to the other person while he/she is 
talking by giving head nods and by saying ""mm-hmm"" 
and "yeah"". 
Adolescents : Following Instructions 
1. Face the person when receiving instructions . 
2 . Maintain eye contact with the person . 
3. Keep a neutral facial e xpression. 
~ . Use a normal voice tone. 
5 . Maintain a straight posture . 
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6. Listen closely , giving feedback with head nods and by 
saying "mm-hmm " and "yeah " . 
7. Acknowledge the instruction. 
8. Ask for clarification, if necessary. 
9 . Say that he/she would follow the instructions. 
10 . follow the instructions . 
11 . Give polite, pleasant responses. 
12. Don ' t argue with the person about the instructions . 
Adolescents : Conversation 
1 . Face the person during the conversation . 
2 . Maintain eye contact with the person . 
3 . Smile during the conversation . 
~ - Use a p l easant voice tone . 
s . Mainta i n a relaxed conversational posture 
slouched , but not tense . 
6. Say words of greeting. 
7 . Introduce himself /herself if necessary. 
8. Ask an open-ended question to elicit information. 
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9 . Ask another open- ended question about the topic of 
conversation. 
10 . Ask a third open-ended question about the topic of 
conversation . 
11. Make a statement relevant to the topic of 
conversation. 
12 . Make another statement relevant to the topic of 
conversation. 
13. Make another statement relevant to the topic of 
conversation. 
1'±. End the conversation with some type of closing 
statement. 
15. Wait for the other person to finish before saying 
anything. CDo not interrupt.) 
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· 16. Give the other person an opportunity to talk by being 
silent after asking a question or making a statement . 
17. Give positive feedback through head nods and by 
saying "mm-hmm" and "yeah" during the other person ' s 
response. 
10~ 
Appendix C 
PARI Subscales - Pa•ents 
Pa•ent Fa•m : Global Dist•ess Sub-Scale 
1. If could sta•t ave• again, I ' d pick the same 
teenage•. 
2 . want to keep thinge Just the way they a•e now 
between my teenage• and I. 
3. am gene•ally satisfied with my •elatianship with my 
~-
teenage•. 
My teenage• and 
family. 
a•e about as happy as any othe• 
5. would like to make changes in my •elatianship with 
my teenage•. 
6 . The•e a•e a lot of things about the way my teenage• 
acts tawa•d me that I like. 
7. The•e a•e some maJo• disag•eements that need to be 
wo•ked out between my teenage• and me. 
e. My adoleecent and I do not get along well. 
9. would like to change the way my teenage• gets along 
with me. 
10 . I think my teenage• and I need help. 
11 . The•e a•e many things I would like to have changed 
about the way my teenage• and I get along. 
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12 . have often cons i de• ed taking my adolescent fa• 
f ami l y counsel i ng . 
13. would be much happ i e• if had a diffe•ent 
t eenage• . 
1~. often wish my teenage• was a membe• of some othe• 
f amily. 
15 . My adolescent and I have a close •el ationship . 
16. My teenage• and can enjoy laughing togethe• 
sometimes . 
17 . I know I can tu•n to my teenage• fa• help. 
18 . My teenage• and I have some happy moments togethe• . 
19. Liv ing with my teenage• is okay . 
20. All pa•ents and teenage•s should get along as wel l as 
we do . 
21 . My teenage• and I get along bette• than most pa•ents 
and teenage•s know . 
22. I am ve•y happy when I am with my adolescent. 
23. My adolescent goes out of his a• he• tuau and 
does things to please me. 
2~ . I am ve•y happy to be living with my teenage•. 
25 . I n al l honesty, my teenage• and have a g•eat 
•elationship . 
26 . The best times of my life a•e the hou•s that I spend 
with 
my teenage•. 
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27 . envy the way other parents and teenagers get along 
with 
each other . 
28. My teenager embarrasses me in front of other people. 
29. My friends notice how poorly my teenager treats 
me . 
30. I don ' t enjoy being with my teenager. 
31. Sometimes my teenager gets angry enough to hit me . 
32. There is conflict between my teenager and I. 
33. get upset when I realize how bad things are between 
my 
teenager and me. 
3~. I have wished I could get away from my teenager . 
35. At least three times per week, we get angry at each 
other. 
36. My adolescent and I hold grudges against each other 
for a long time. 
37. My adolescent and I often get angry at each other. 
38 . There is a lot of fighting between my teenager and I. 
39 . My teenager and I do a lot of yelling and screaming 
at each other. 
~0. There could be a lot less conflict between my 
adolescent and me. 
~1. My adolescent and I often don't talk to each other. 
~2. My teenager is easy to get along with. 
~3. My teenager often doesn ' t do what I ask. 
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~~. My teenager tells me that I am unfair . 
~5 . At least once a day, we get angry at each ather . 
Parent Farm : Warmth / Hostility Sub-Scale 
1. When 
better . 
feel sad , my adolescent can help me feel 
2 . frequently e xperience strong feelings of hostility 
towards my teenager . 
3. Sometimes I feel as though my adolescent doesn't care 
about me. 
~. My adolescent and feel a great deal of warmth and 
affection towards each ather. 
5. My teenager does many different things to shaw me 
that he\she laves me. 
6 . It is unusual far my adolescent to express feelings 
of warmth and affection. 
7. Sometimes I wander whether my teenager hates me. 
8. I am nat sure my teenager has ever laved me. 
S. Even though we may nat always express it, my 
adolescent and I really do lave each ather. 
10. Quite honestly, I hate my teenager. 
11. cannot forgive my adolescent far the horrible 
things he / she has dane. 
12. do nat trust my teenager. 
13. often feel rejected by my adolescent. 
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1~. Things have reached the point where my adolescent and 
I can never repair our ruined relationship. 
15. My adolescent often acts in a hostile way towards me. 
16. My adolescent is very accepting of my faults. 
17. Even though we argue, my teenager and I basically 
feel good about our relationship. 
18. I am proud of my teenager. 
1S. My teenager and I accept each other as we are. 
20. I envy families with good parent-teen relationships. 
21. My teenager often hurts mu feelings. 
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Parent form : Cohesion Sub-Scale 
1. There are few secrets in our family. 
2. If members of our family need time alone, they can 
usually take it . 
3. People can go their own way in our family . 
~. There is little feeling of togetherness in our 
family. 
5. We try to give each ather a lot of support. 
6. There is a lot of spirit in our family. 
7. It is easier to discuss my problems with friends than 
family. 
8. In our family we do a lot of things together. 
9. Our family has problems thinking of things to do 
together. 
10. family members rarely spend their free time at home . 
11. Our home is the center of family activities. 
12. We are an extremely close-knit family . 
13. In our home, we have very little private space. 
1~. I usually see my entire family at least once per day . 
15. In our family, time alone is very important. 
16. We usually know what everybody is doing in our 
family. 
17. have gone several days without spending time with 
my entire family . 
18. Independence is encouraged at home. 
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19 . We respect each other ' s pr i vacy. 
20. We do not spend enough time t ogether. 
21 . We e ncourage each other t o develop i n his \ her own 
way . 
22 . Decisions frequently are f orced upon me by other 
f amily member s. 
2 3 . rarely have any i dea what others i n this f amily are 
th i nking . 
2~ . When somebody gets upset in our family , we al l try to 
be supportive. 
25 . When somebody gets physically hurt in our f am i ly , we 
all try to be helpful. 
26. At home we go out of our way to do things for each 
other . 
27 . I feel alone i n our family. 
28 . This family shows l ittle concern for me. 
29. In our family people feel alienated from each other. 
30. My adolescent is more like a brother or sister to me 
than a son or daughter . 
31 . We don ' t usually close our bedroom doors at night. 
32. We understand each other ' s feelings without having to 
talk. 
33. We feel a very strong sense of loyalty to each other 
in our family. 
3~. It ' s a family rule that we have to go on vacations 
together . 
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35. My spouse and I rarely go out together and leave our 
teenager at home alone . 
36. When my spouse and 
feels left out. 
go out together, my teenager 
1. 
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Parent form : Confl ict Over School Sub- Scale 
My t eenager and 
work . 
do not argue a l ot over school 
2 . can ' t make my teenager realize the i mportance of 
school success . 
3. My teenager i s capable of do i ng better in school . 
~ . frequently have to tell my daughter when , where , or 
how to study. 
5 . When I offer to help my teenager with school work , we 
end up arguing. 
6. Sometimes my teenager does poorly i n school just to 
sp i te me . 
7 . My adolescent complains that I criticize him\her for 
not doing as well as others. 
B. If apply pressure , my teenager will do better in 
school. 
9. My teenager says I'm nagging when I try to help with 
school work. 
10 . My adolescent and 
school life. 
enjoy talking about his/her 
11 . don ' t take it personally if my teenager does poorly 
in school . 
12. My teenager and I do not argue over teachers. 
13. My teenager and often have disputes about getting 
to school on time. 
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1~. I sometimes do my adolescent ' s homework for him/her. 
15. If my teenager cuts class, I help by giving him\her 
an e xcuse. 
16. reward my adolescent for good grades. 
17 . punish my adolescent for bad grades. 
12 . often tell my son/daughter the importance of 
becoming involved in many school activities. 
19 . My adolescent and I don ' t argue about being accepted 
into the right social group at school. 
20 . I am happy with my teenagers attitude about school. 
21. My adolescent and I fight when I ask to see his\her 
assignments. 
22. My teenager complains that I put too much pressure on 
him\her to get high grades. 
23. My adolescent rarely lies about school . 
2~ . When my teenager brings home a low test score, we 
have a fight. 
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Parent Form : Conf lict Over Sibling~ Sub-Scale 
1. My chi l dren have as good a relationship with each 
other as most children. 
2. To be honest, I treat one of my children better than 
the others. 
3. My children have a trusting relationship with each 
other . 
~. My children fight too much. 
5. I find myself taking sides when the children fight. 
6. The relationship between my children is so poor that 
I wish I only had one child. 
7. One of my children feels inferior to the others . 
B . My adolescent accuses me of comparing him/her to the 
other children. 
9. My children are frequently jealous of each other . 
10 . My children can settle their disputes without my 
help. 
11. My children are good friends. 
12. My children compete with each other in a destructive 
way . 
13. My children defend each other. 
1~ . My children frequently put each other down. 
15. My children are very different from each other but 
still get along. 
16. My children sometimes hurt each other physically. 
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17 . My adolescent accuses me of spending more time with 
the other children than with him/her . 
18. Quite honestly , find myself disciplining my 
adolescent more harshly than the the other kids . 
19 . My adolescent accuses me of buying more things for 
the others than more him / her . 
20. treat all of my children fairly. 
21. My children enjoy playing games together. 
22. When my children try to do things together , they end 
up in a big fight. 
23. My children frequently argue about what shows to 
watch on television. 
2~. The kids tattle on each other . 
25. When the family goes for a ride in the car , the kids 
end up fighting. 
26. My children can share things without a fight . 
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Appendi x D 
PARI Subscales - Adolescents 
Adolescent f o<m: Global Dist<ess Sub-Scale 
1. am gene<ally sat i sried wi th my <elationship wi th my 
pat:ents . 
c . Iher·o ar·e very fevJ th1ngts that wish to change 
between my pa<ents and me . 
3 . The<e a<e a lot or things about the way my pa<ents 
act towa<d me that I like. 
~. J he<e a<e some majo< disag<eements that need t o be 
wo<ked out between my pa<ents and me. 
5. In gene<al , I don ' t think we get along ve<y well. 
6 I think my pa<ents and I need help. 
7 . The<e a<e many things I would like to have changed 
about the way my pa<ents and I get along. 
B . I would be much happie< ir I had dirre<ent pa<ents. 
S . My pa<ents compliment me when I have done something 
well . 
10. know I can tu<n to my pa<ents ro< help. 
11. am ve<y happy when am with my pa<ents. 
12 . In all honesty, my pa<ents and have a g<eet 
<elationship . 
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13. envy the way other parents and teenagers get along 
with each other. 
1~. My friends have noticed how poorly my parents treat 
me . 
15 . I don't enjoy being with my parents. 
16. Sometimes my parents get angry enough to hit me. 
17. get upset when 
parents and me . 
realize how bad things are for my 
18. I have thought about running away from my parents. 
19. At least three times per week, we get angry with each 
other. 
20. My parents and I hold grudges against each other for 
a long time. 
21 . My parents and I often get angry at each other. 
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Adolescent form : Warmth\hostility Sub-Scale 
When feel sad , my mother helps me feel loved and 
happy again. 
2. frequently experience strong feelings of hostility 
towards my mother . 
3. Sometimes feel as though my mother doesn ' t care 
about me . 
~ . There i s a great deal of love and affection felt 
between my mother and me. 
5. My mother does many different things to show me she 
loves me. 
6. It is unusual for my mom to express feelings of 
warmth to me . 
7 . Sometimes I wonder whether my mother hates me . 
8. I am not sure my mother has ever loved me. 
9 . Even though we may not always express it, my mom and 
I really do love each other. 
10. Quite honestly, I hate my mother. 
11. am proud of my mother . 
12. can't forgive my mother for the horrible things she 
has done to me. 
13. I do not trust my mother. 
1~ . My mother rarely trusts me. 
15. I often feel rejected by my mother. 
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16. Even when my mothe• says she loves me , I know she 
doesn ' t •eally mean it. 
17 . Things have •eached the point whe•e my mothe• and I 
can neve• ca•e fo• each othe• again. 
18. My mothe• is unable to accept me as am. 
19. wish my mothe• and could have a close, wa•m 
•elationship like othe• pa•ents and teenage•s. 
20. When feel sad, my fathe• helps me feel loved and 
happy again. 
21. f•equently expe•ience st•ong feelings of hostility 
towa•ds my fathe• . 
22. Sometimes feel as though my fathe• doesn ' t ca•e 
about me. 
23. The•e is a g•eat deal of love and affection felt 
between dad and me. 
2~. My fathe• does many diffe•ent things to show me he 
loves me. 
25. It is unusual fo• my dad to exp•ess feelings of 
wa•mth to me. 
26. Sometimes I wonde• whethe• my fathe• hates me. 
27. I am not su•e my fathe• has eve• loved me. 
28. Even though we may not always exp•ess i t, my dad and 
I •eally do love each othe•. 
29 . Quite honestly, I hate my fathe•. 
30 . I am p•oud of my fathe•. 
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31 . can •t forgive my father for the horrible things he 
has done for me. 
32 . I do not trust my father . 
33. My father rarely trusts me. 
3~. I often feel rejected by my father. 
35 . Even when my father says he loves me, I know he 
doesn ' t really mean it. 
36. Things have reached the point where my father and I 
can never care for each other again. 
37. My father is unable to accept me as am. 
38. wish my father and could have a close , warm 
relationship like other parents and teenagers. 
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Adolescent Form: Conflict Over School Sub-Scale 
1 . My mother and I do not argue a lot over school work . 
2. My school achievement is more important to mom than 
me. 
3. Even when try very hard in school, my mother tells 
me could do better. 
~ . My mother nags me about where, when, or how to study. 
5 . When I ask my mom for help with schoolwork , we end up 
in an argument. 
6. Sometimes 
mother . 
do poorly in school to get even with my 
7. My mother criticizes me for not doing as well in 
school as others. 
8 . My mother rarely pressures me to get high grades. 
9 . My mother and I enjoy talking about school life. 
10 . My mother doesn 't take it personally if I do poorly 
in school . 
11 . mom often hassles me about getting to school on time . 
12. If I cut classes, my mom gives me an excuse. 
13 . The better 
love me. 
do in school, the more my mother will 
1~ . My mother punishes me for bad grades. 
15. My mother rewards me for good grades. 
16. My mother does not push me to become involved in 
school activities. 
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17. My mother pressures me to be popular in school . 
18. My mom and fight when she demands to see my 
assignments. 
19. My mom often accuses me of lying about school. 
20. When I bring home a low test score, my mom and I have 
a fight . 
21. My father and I do not argue a lot about school work. 
22 . My school achievement is more important to dad than 
to me. 
23. Even when I try hard at school, my father tells me I 
could do better. 
2~. My father nags me about where, when, or how to study. 
25. When ask my dad for help with school work, we end 
up in an argument. 
26. Sometimes do poorly in school to get even with my 
father. 
27 . My father criticizes me for not doing as well in 
school as others. 
28. My father rarely pressures me to get high grade~. 
29. My father and I enjoy talking about my school life. 
30. My father doesn 't take it personally if I do poorly 
in school. 
31 . Dad often hassles me about getting to school on time. 
32. If I cut classes, my dad gives me an excuse. 
33 . The better 
love me. 
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do in school, the more my father will 
3~. My dad punishes me for bad grades . 
35. My dad rewards me for good grades. 
36. My father does not push me to become involved in 
school activities. 
37. My father pressures me to be popular at school. 
38. My dad and fight when he demands to see my 
assignments. 
39. My dad often accuses me of lying about school. 
~0. When I bring home a low test score, my dad and I have 
a fight. 
Adolescent Form : Conflict Over Siblings Sub-Scale 
1. My parents like the other kids more than me . 
2. do not trust my brothers and sisters. 
3. hate at least one of my brothers and sisters . 
~. My brothers, sisters and I fight a lot. 
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5. My parents usually take my brothers' and/or sisters ' 
sides against me. 
6. I wish I were an only child . 
7. My parents frequently compare me with my brothers or 
sisters. 
8 . My brothers and/or sisters are jealous of me . 
9. My parents are stricter with me than with the other 
kids. 
10. consider my brothers and/or sisters good friends. 
11. don ' t feel like I have to compete with the other 
kids in my family. 
12. I defend my brothers and sisters . 
13. My brothers and/or sisters frequently put me down . 
1~. My brothers, sisters, and I are very different, but 
we still get along. 
15. My brothers and/or sisters have sometimes hurt me 
physically. 
16. My parents buy my brothers and/or sisters more 
clothes, records , and other things than they buy me. 
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17. When my brothers, sisters , and I try to do things 
together , we end up in a big fight. 
l B. When the family goes for a ride in the car, we kids 
end up fighting. 
19 . My brothers and / or sisters often accuse me of 
tattling on them . 
20. We kids can settle fights between us without our 
parents ' help. 
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Adolescent Form: Cohesion Sub- Scale 
1 . There are f ew secrets i n our family . 
2 . If members of our family need time alone, they can 
usually take it. 
3. There is litt l e f eeling of togetherness in our 
f amily. 
~- We try to give each other a lot of support . 
S . It is easier to discuss my problems with friends 
than with family members . 
6. In our family we do a lot of things together. 
7. Our fam i ly has problems thinking of things to do 
together. 
8 . Family members rarely spend their free time at home. 
9. Our home is the center of family activities. 
10. We are an extremely close- knit family. 
11. We usually know what everybody is doing in our 
family. 
12 . In our family, time alone is very important. 
13 . usually see my entire family at least once per day . 
1~. have gone several days without spending time with 
my entire family . 
15. Independence is encouraged at home . 
16. We respect each others privacy. 
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17. We encourage each other to develop in his or her own 
way. 
18. rarely have any idea what others in this family are 
thinking. 
19. At home we go out of our way to do things for each 
other . 
20. I feel alone in our family. 
21. This family shows little concern for me. 
22. We feel a very strong sense of loyalty to each other 
in our family. 
23. It's a family rule that we have to go on vacation 
together. 
2~. When my parents go out together, I feel left out. 
